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Foreword 

In Wisconsin, with its tradition of local control of education, what is the role of the state in 
student assessment? 

Because the U.S. population is highly mobile, many people feel the need for a common edu- 
cational base. Still, most reject the idea of an inflexible national or state curriculum or a single, 
national test. 

Perhaps what the state can best do is determine and share with the public the knowledge 
and skills that educators and the business community in that state regard as essential and the 
proficiency expected of students. 

The state should also develop assessments that yield valid information about how well stu- 
dents are meeting the desired proficiency levels. The state can provide one final service by 
providing school districts with the technical assistance to help them improve their students’ 
performance. Most school districts have neither the financial nor the people resources to do 
these things. 

As one step in fulfilling these legitimate state roles, the Department of Public Instruction 
has contracted with the Wisconsin Center for Education Research at the University of Wiscon- 
sin-Madison to develop and field test performance assessments in mathematics, language arts, 
and science. Together with a Wisconsin-developed knowledge and concepts test, the new perfor- 
mance assessments will provide important information to students, parents, teachers, and dis- 
tricts that w-ill help guide best teaching practices. 

I am pleased to present these samples of prototype performance assessments. The descrip- 
tions of the content are included along with examples of proficient student responses. None of 
this should be regarded as a finished product but as a focus for discussion as we progress 
toward voluntary administration of performance assessments in mathematics and language 
arts early in 1996 and the full implementation year, 1996-97. Please contact the Office for 
Educational Accountability with your comments and feedback. 

The sampler will be of interest to a number of different groups. Administrators want the 
basic information about the state’s assessment plans to speak knowledgeably to their educa- 
tional personnel, boards of education, and parents and other community members. Teachers 
will want to know the formats and scoring criteria for the tests to most efficiently prepare their 
students. Parents arid other community members will be interested in knowing what is ex- 
pected of students in traditional subject areas and test it against their own expectations. 

Development, field testing, and scoring of performance instruments and tasks continue 
through 1996. Voluntary assessment in language arts and mathematics is planned for spring 
1996, with mandatory assessment beginning in 1997. Science performance assessment follows 
a year behind, with voluntary assessment in 1997 and mandatory assessment in 1998. Social 
studies implementation is targeted to begin voluntarily in 1999. 

The department wants to acknowledge all the hard work and contributions of more than 500 
Wisconsin educators and other citizens and the thousands of students who have contributed to 
the development of performance assessments during piloting and field testing. We know that 
the interest and involvement of educators, parents, and business will ensure the ultimate suc- 
cess of the Wisconsin Student Assessment System. 




John T. Benson 
State vSuperintendent 
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Wisconsin Student Assessment System 

Wisconsin Act 269, which Gov. Tommy Thompson signed into law in 1992, provided for the 
broad-based development of statewide educational goals and an assessment system to measure 
key learner goals. The statutes purposely did not require districts and schools to use specific 
processes and procedures to meet the goals. The state’s role was to establish goals and to assess 

student performance related to the first three learner goals. 

During the fall of 1992, a committee that included the governor, the state superintendent of 
public instruction, the president of the University of Wisconsin System, and eight other citizens 
held public hearings throughout Wisconsin. As an outgrowth of these hearings, the committee 
formulated 28 educational goals, which fit into three categories: learner goals, institutional 

support goals, and societal support goals. r 

The goals committee specifically stated that the first three learner goals should be the focus 
of the mandated statewide assessment. 



Learner Goals for Assessment 

The learner will: 

1. Build a substantial knowledge base. Students will build a solid knowledge base 
developed from challenging subject matter in computer/information technology, envi- 
ronmental education, fine and performing arts, foreign language, health, language 
arts, mathematics, physical education, reading, science, social studies, and vocational 

education. .„ j i 

2. Develop thinking and communication processes. Students will develop a com- 
mand of thinking processes (analysis, creative thinking, problem solving, decision 
making, visualizing, concept development) that permit them to interpret and apply the 
knowledge base. Communication processes (listening, speaking, reading, writing, 
viewing, image making, and other symbolizing) enable them to communicate thoughts 

with others. , 

3. Apply knowledge and processes. Students will build upon knowledge and apply 
learning processes to create new ideas and understandings, enhance human relations, 
expand awareness, and enrich experiences. 



This assessment system— the Wisconsin Student Assessment System (WSAS)-continues to 
evolve through the efforts of many people throughout Wisconsin. Teachers, Department of 
Public Instruction staff members, and professional assessment contractors are developing the 
assessment system. 

The purpose of the assessment system is to 

♦ provide clear expectations for student learning, 

♦ provide student achievement data relative to the expectations, 

♦ promote high quality curriculum and instruction, and 

♦ provide feedback to students to assist in educational planning. 

The assessment system includes knowledge and concepts tests, performance assessment, 

and voluntary local portfolio assessment. 

Knowledge and concepts tests consist of multiple-choice and short-answer questions 
designed to assess a student’s knowledge base in language arts, mathematics, science, and 
social studies. Each subject subtest consists of 30 to 40 questions and requires 30 to 50 minutes 
for the student to complete. 'The multiple-choice questions are machine scored, and short- 

answer questions are scored by trained scorers. ^ • .v 

Performance assessments require students to apply the knowledge and information they 
have learned in real world and classroom problem-sDlving situations. Each task requires that 



the student construct and communicate his or her own answer. In general, the tasks in the 
performance assessment are more complex than knowledge and concepts tests and require 
students to apply information from multiple sources. The performance assessments require 
three to five class periods for each subject (language arts, mathematics, science). These 
performances are scored by trained scorers. Social studies may be added to the list of subjects for 
performance assessment if the Legislature and governor approve additional funding. 

Portfolio assessments show a student’s progress over longer periods of time and include 
student reflection on how he or she is applying information to solve problems. Each school 
district will determine the details of the portfolio — such as what is included, how the informa- 
tion is used, and scoring. The DPI provides a definition for portfolio assessment, a model, and 
guidelines for staff development. 



Performance Assessment 

In one sense, any test could be called a performance assessment because the test taker is 
required to do something. Even writing “true” or “false” or circling one of four possible answers 
on a multiple-choice testis a type of performance. Some educators distinguish between selected 
response tests in which the students select answers from limited possibilities (true/false, 
multiple-choice, matching) and con,s^rwc^erf response in which students must produce an answer 
from their own knowledge and in their own words. Constructed response tests are called 
performance assessments. Currently, however, most educators reserve the term performance 
assessment for tests that require complex performances during which students are expected to 
apply knowledge and skills in sustained activities or demonstrations that may require from 15 
minutes to several hours to complete. 

Performance assessments are one response to critics of education who claim thathigh school 
graduates are unable to apply what they have learned in practical ways. For some time, 
educational theory was dominated by the belief that learning occurred in isolated parts. A 
person began by learning small bits of information and gradually accumulated them into larger 
and larger units. Research now suggests that fragmenting knowledge in this way is counter- 
productive. Sometimes not much time is spent on application because it is rarely tested. 
Educators, parents, and student s need to find out whether students can really bring together a 
variety of knowledge and skills to accomplish a broader purpose. Selected response tests, while 
economical and efficient, do not provide information about student ability to perform in this 
larger sense. 

Performance assessments are not new. Most people are familiar with a number of perfor- 
mance tests. Perhaps the most farnliar is the road test that is required to obtain a driver’s 
license. Most people will agree that driver’s licenses should not be issued on the basis of a 
multiple-choice test. Musical recitals, paintings and sculptures in art classes, projects in 
technical classes, and portfolios developed by architects and engineers are other examples. 
What is less familiar is the ider of using performance assessments in traditional academic 
areas. Even here, performance as jessments are not new. Writing sample tests in which students 
are required to write essays or of her forms of text have been a feature of statewide assessments 
for about 15 years. 

To promote the kind of education that employers and higher education demands, teachers 
must teach students to connect and apply their knowledge by using tests that require this kind 
of learning. Performance assessments are one response to that need. 

History of Performance Assessment in Wisconsin 

The Wisconsin Cer ,er for Education Research (WCER) at the University of Wisconsin- 
Madison, in cooperation with the Department of Public Instruction, continues to develop the 
performance assessment component of the WSAS. Mathematics and language arts development 
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began in the fall of 1992, and science development began a year later. Following is the timeline 
for performance assessment in Wisconsin, if the Legislature and governor approve funding. 

1994 - 95 : Continued development of performance assessment in language arts, mathematics, 
and science 

1995- 96: Voluntary administration of mathematics and language arts assessments. 

Continued development of performance assessmt- t in science; large field testing. 

1996- 97: Mandatory administration of mathematics and language arts assessments. 

Voluntary administration of science assessments. 

1997- 98: Performance assessments mandatory for language arts, mathematics, and science as 

of spring 1997. 

The development of performance assessment in each of the curricular areas has followed a 
similar pattern of scrutiny and evaluation. Wisconsin teachers in each of the specific subject 
areas have written trial assessment instruments and tasks, which were then edited by 
professionals at WCER and DPI and returned to the teachers and writers for trials by small 
groups of students. Student responses were used in editing and reworking. The items were Aen 
field tested in a sample of classrooms across the state, and papers were scored by teachers 
trained in the scoring process. 

Sample Instruments and Tasks 

The sample instruments and tasks in this guide are not polished activities, but they provide 
a working description of the content and rigorous academic expectations in the performance 
assessment instruments. They also provide a starting point for parents, students, and teachers 
to discuss and understand the concepts in the assessments. 

All of the performance assessment instruments and tasks use the same score categories: 
advanced response, proficient response, nearly proficient response, minimal response, at- 
tempted response, and not scorable. Scorers use benchmark papers for each score category and 
at each grade level. These benchmark papers are guides for assigning scores. The various 
benchmark papers reflect the fact that no two papers — even two advanced responses— are 
identical because students express themselves in difference ways. 

Description of Score Categories 

Advanced Response: The response is distinguished in that it goes well beyond the criteria for 
a Proficient Response. It gives evidence of such characteristics as reflection upon work; 
insightful, creative approaches to the task; elegant communication using a variety of media; and 
sound reasoning. 

Proficient Response: The response addresses all aspects of the task. It shows full application 
of appropriate knowledge and skills, and uses methods of communication that are appropriate 
to the subject area and task. The response is conceptually and mechanically complete although 
an occasional minor mechanical error may be present. 

Nearly Proficient Response; The response addresses most of the essential conditions of the 
task, but there is some evidence of misconceptions, or evidence of the application of inappropri- 
ate knowledge or skills. Communication is somewhat unclear or incomplete. 

Minimal Response: The response addresses some of the essential conuitions of the task. It 
gives evidence of major misconceptions and demonstrates very little evidence of correct usage of 
content knowledge or mechanical skills. Communication is unclear or incomplete. 

Attempted Response: The response gives little evidence of addressing the task but meets none 

of the essential criteria. 

Not Scorable: The paper is blank, or the response is irrelevant or unreadable. 
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Mathematics Performance Assessment 

Students must be able to understand and apply mathematical ideas and concepts to make 
informed decisions in daily life and to enter careers in areas such as science, business, finance, 
and health. Once students have some knowledge of mathematics, they can begin to make con- 
nections between the computation and the problems presented in a mathematical context; ap- 
ply mathematical concepts to reason and solve the problems; and communicate using math- 
ematical language and symbols. 

In the past, multiple-choice tests were used in large scale assessments as the sole indicators 
for gathering data to evaluate students' mathematical knowledge. Performance assessment 
tasks, however, encourage the application of knowledge, and the information gathered from the 
tasks provides a more complete picture of what a student knows and is able to do. 



Instrument Description 

Mathematics performance assessment instruments in the Wisconsin Student Assessment 
System (WSAS) consist of four to six tasks and are administered at grades four, eight, and ten. 
The tasks are based on the Wisconsin Learner Goals and Outcomes, the DPI's A Guide to Cur- 
riciilurn Planning in Mathematioi. and the National Council of Teachers of Mathematics fNCTM) 
Curriculum and Evaluation Standards. 

Students are expected to complete the assessment tasks in approximately three 40- to 50- 
minute class periods. To encourage students to do their best, they are given the entire instru- 
ment each day of the assessment period as an oppoilunity to revisit their work or look ahead to 
better prepare their responses. At the beginning of each assessment period, students are re- 
minded to show their work, check their work, and explain their thinking in writing for each 
performance task. 

Students are expected to use a variety of equipment, supplies, and manipulatives. They 
should have calculators, rulers or measuring tapes, compasses, and protractors. Additional 
materials required to perform the tasks are listed in the teachers' guide, and it is the teacher's 
responsibility to make sure that all students have access to the materials. The contractor will 
provide materials that are necessary to perform a task but that are not commonly used in 
classrooms. 

It is essential that all students become familiar with the scoring criteria before beginning 
the tasks. In each instrument, the tasks require students to apply important mathematical 
knowledge, to solve mathematical problems, to reason mathematically, and to communicate 
mathematically. 

Each mathematics performance assessment in WSAS addresses the first three Wisconsin 
Learner Goals and nine of the 17 Wisconsin Learner Outcomes (see Figure 1). The first four 
NCTM standards for school mathematics, which are applicable for all grade levels, also are 
taken into consideration (see Figure 2). The sample assessment tasks that follow were written 
for and administered at grade eight. Each task addresses one or more of the remaining nine 
NCTM standards for grades fi\e through eight (see Figure d). 

The *-asks are written in a mathematical context and require students to apply mathemati- 
cal knowledge appropriate for the grade level (four, eight, or ten i, The content topics described 
for elementary, middle, and high school students, beginning with NCTM Curriculum Standard 
5. make up the mathematical content of the performance assessment. I^ossible topics to de- 







4 




scribe the mathematical content for performance assessment include: 

• Number, number relationships, number systems, and number theory 

• Computation and estimation 

• Fractions, decimals, and percents 

• Algebra 

• Patterns and functions 

• Geometry and measurement 

• Statistics and probability 

• Trigonometry 

• Mathematical structure 



Hi Figure 1 

Wisconsin Learner Outcomes as Reflected in Mathematics 



Wisconsin Learner Outcomes 


Mathematics Outcomes 


1. Identify, develop, evaluate, and apply 
criteria to ideas, products, and perfor- 
mances of one’s self 


1. Identify, develop, evaluate, and apply 
mathematical criteria to mathematical 
ideas, products, and performances of one’s 
self or others. 


2. Revise a product, performance, system, 
and idea in response to relevant informa- 
tion. 


2. Revise a mathematical product, proc ess, 
performance, system, or idea in response 
to relevant information. 


4. Achieve desired results by interpreting 
and executing instructions, plans, models, 
and diagrams. 


4. Achieve desired mathematical results l)y 
interpreting and executing instructions, 
plans, models, and diagrams. 


5. Recognoe and devise systems and de- 
scribe their interdependence. 


r>. Recognize and use the connections of 
mathematics within itself and to other 
disciplines. 


8. Ti*ansfer learning from one context to 
another. 


8a. Apply the process of mathematical model 
mg to problem situations. 

8b. Generalize solutions and strategies to 
other problems. 


9. Recognize, define, and solve a problem. 


9. Recognize, define, and solve a mathemati- 
cal problem. 


10. Recognize and communicate one’s strate- 
gies for accomplishing objectives. 


10. Reflect upon and communicate the pro- 
cess used for solving a problem. 


12. Defend a position by combining informa- 
tion from multiple sources. 


12. Present a convincing mathematical 

argument that justifies a solution process 
or validates a generalization. 


13. Develop and test a hypothesis. 


13. Develop and test a mathematical conjec- 
ture. 



Figure 2 




The First Four NCTM Curriculum and Evaluation 
Standards: A Summary 

The National Council of Teachers of Mathematics (NCTM) has developed the following four 
national mathematics standards, which apply to all grade levels (K- 12). These four standards 
are incorporated to some degree in all mathematics performance assessment tasks in the Wis- 
consin Student Assessment System. NCTM also has developed additional standards that are 
specific to certain grade levels (see Figure 3). 

Mathematics as Problem Solving — Problem solving should be a central focus of the math- 
ematics curriculum. Problem solving is a process, not a topic. It should permeate the curricu- 
lum and provide a context in which concepts and skills can be learned and applied. As students 
are exposed to a wide variety of mathematical problems at varying levels of complexity, strate- 
gies become internalized and automatic, making it easier for students to develop a framework 
for handling problems that require a broad scope of mathematical content. 

Mathematics as Communication— It is essential for students to understand the symbolic 
language of mathematics. They need these symbols to interpret mathematical ideas and make 
connections between various mathematical representations in which problems may be written 
and solutions described. Students can better comprehend and learn from the ideas of others 
and clarify and expand their own mathematical thinking when they communicate with math- 
ematical language. 

Mathematics as Reasoning— Mathematical reasoning is the basic building block that makes 
it possible for students to do problems. Students need to be able to logically construct and 
confidently defend their choice of strategy in working a mathematical problem as well as be 
able to V iderstand the rationale behind methods used by others to find an appropriate solu- 
tion. In this way, students can become comfortable with their ability to purposefully choose and 
implement a problem-solving strategy. 

Mathematical Connections— The ability to make mathematical connections allows students 
to be able to see mathematics as an integrated whole rather than a collection of isolated topics 
and so understand its usefulness in school subjects besides mathematics, as well as the world 
outside of school. In addition, students need to be able to recognize equivalent expressions to 
describe concepts in mathematics and understand that there are equivalent procedures to reach 
problem solutions. 
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Figure 3 



NCTM Curriculum Standards for Grades 5 through 8 

The National Council of Teachers of Mathematics (NCTM) has developed the following nine 
curriculum standards of appropriate mathematical content that are included in eighth-grade 
mathematics performance assessment tasks in the Wisconsin Student Assessment System. These 
are in addition to the mathematics standards of problem solving, mathematics as communica- 
tion, mathematics as reasoning, and mathematical connections, which apply to grades K-12 
(see Figure 2). 

5. Number and Number Relationships — Understand equivalent numbers; use fractions, 
decimals, ratios, proportions, and percents; draw numerical graphs. 

6. Number Systems and Number Theory — Understand and order whole numbers, frac- 
tions, and decimals; extend understanding of number operations. 

7. Computation and Estimation — Compute with integers, fractions, and decimals; de- 
velop estimation and proportional reasoning skills to solve problems. 

8. Patterns and Functions — Recognize, describe, create, and extend mathematical pat- 
terns; represent functional relationships in graphs and tables. 

9. Algebra — Represent number situations, relations, and patterns in equations and graphs; 
solve linear equations; investigate inequalities and nonlinear equations. 

10. Statistics— Collect, organize, describe, and analyze statistical data; read, interpret, and 
construct tables, charts, and fjaphs based on statistical data. 

11. Probability— Mathematically determine the probability of the occurrence of an event; 
make mathematical predictions based on probability. 

12. Geometry — Identify, describe, compare, and classify geometric figures; understand geo- 
metric properties and relations; represent geometric figures. 

13. Measurement—Extend understanding of the process of measurement and the concepts 
of perimeter, area, volume, angle measure, capacity, weight, and mass. 





8 



Scoring Mathematics Performance Assessments 

Scorers use benchmark papers that illustrate each score category in analyzing students 
work. In scoring they consider four basic ci-iteria; mathematics content, mathematical problem 
solving, mathematical reasoning, or communication in mathematics. 

• The student must appropriately apply mathematics to the task, showing understanding of 
underlying mathematical concepts, procedures, and structures. 

• The student must demonstrate the use of problem-solving skills to satisfy all the essential 
conditions of the task. The student also must justify the strategy used when asked to do so. 

• The student must show evidence of mathematical reasoning to communicate the mathematical 
facts, properties, or relationships in justifying the process used to solve the task. 

• The student must demonstrate an understanding of the task through the clear and coherent 
use of words and mathematical symbols to communicate both process and product. 

Embedded in these criteria areas are evidence of the student’s ability to make connections 
between the task and the knowledge and processes necessary to solve each task. 



Description of Score Categories 

• Advancedi Response: The response is distinguished in that it goes well beyond the cnteria 
for a Proficient Response in an insightful and creative approach to the task. 

• Proficient Response: The response completely addresses all aspects of the task. It in- 
eludes: 

appropriate application of mathematical concepts and structures, 

evidence of the use of appropriate mathematical procedures; 

— coherent use of mathematical words, symbols, or other visual representations that are ap- 
prop ri ate to the task; and 

logical conclusions based upon known facts, properties, and relationships. 

• Nearly Proficient Response: The response addresses most of the essential conditions of 
the task but needs some development. There is evidence of a minor flaw in the use of appropri- 
ate mathematics, mathematical problem solving, mathematical communication, or mathematical 
reasoning in the task. 

• Minimal Response: The response addresses some of the essential conditions of the task 
but needs significant development. There is evidence of a major flaw in the use of appropriate 
mathematics, mathematical problem solving, mathematical communication, or mathematical 
reasoning in the task. 

• Attempted Response: The response gives little evidence of addressing the task but meets 
none of the essential criteria. 

• Not Scorable: The paper is blank, or the response is irrelevant or unreadable. 



Sample Mathematics Tasks 

These mathematics tasks are for eighth-grade students. Wisconsin teachers are involved in 
all phases of the development of this project. In addition, groups of mathematics educators, 
curriculum and assessment supervisors, and others working in education and related fields 
continue to provide assistance in the planning design, development, and implementation of the 
mathematics performance assessment system. The tasks are designed to encourage each stu- 
dent to respond at his or her level of mathematical development. Partial responses do not 
sufficiently meet the criteria established for each task. 
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Sample Task One: All in a Day’s Work 

This task requires students to divide a $60 payment among three workers and provide two 
different justifications for the solution, basing at least one of the explanations upon the dia- 
gram provided. In their solutions, students must also provide some evidence of understanding 
fractional and/or whole number calculations. 

Wisconsin Learner Outcomes addressed 

• Wisconsin Learner Outcome 8: Transfer learning form one context to another. 

• Mathematics Outcome 8a: Apply the process of mathematical modeling to problem situa- 
tions, 

In one part of All in a Day’s Work, the student is asked to use a mathematical model to show 
the way in which three friends might divide the work of raking a yard. 

• Wisconsin Learner Outcome 10: Recognize and communicate one's strategies for accom- 
plishing objectives. 

• Mathematics Outcome 10: Reflect upon and communicate the proces.s used for solving a 
problem. 

The student is asked to justify the solution by explaining the process used to determine 
each friend’s fair share of the $60 paid for raking the yard. 

NCTM Curriculum Standards addressed 

• NCTM Standard 5 for g? ides five to eight: Number and Number Relationships. 

The task elicits the student’s understanding of factional relationships as they apply to di- 
viding the yard into segments. 

• NCTM Standard 7 for grades five to eight: Computation and Estimation. 

In solving the problem, the student uses whole number and fractional computation and 
estimation to detern\ine the portion of the yard each friend rakes and what part of the $60 each 
friend earns. 
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All in a Day’s Work: Student Example A 

Your neighbor hired you and two of your friends to rake leaves. The house has a back yard 
and a front yard that are about the same size. The neighbor agreed to pay the three of you $60 
for the entire job. 

On the day of the job you and one friend arrived to start the job at 9 a.m. By the time the 
third friend came, the front yard was finished. All three of you finished the back yard together. 

How should the money be split between you? Each person must be paid based on the amount 
of the yard raked by that person. 

Justify your solution in two ways. In one of the ways, use the following sketch. 
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All in a Day’s Work: Student Example B 

Your neighbor hired you and two of your friends to rake leaves. The house has a back yard 
and a front yard that are about the same size. The neighbor agreed to pay the three of you $60 
for the entire job. 

On the day of the job you and one friend arrived to start the job at 9 a.m. By the time the 
third friend came, the front yard was finished. All three of you finished the back yard together. 

How should the money be split between you? Each person must be paid based on the amount 
of the yard raked by that person. 

Justify your solution in two ways. In one of the ways, use the following sketch. 
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All in a Day’s Work: Student Example C 

Your neighbor hired you and two of your friends to rake leaves. The house has a back yard 
and a front yard that are about the same size. The neighbor agreed to pay the three of you $60 
for the entire job. 

On the day of the job you and one friend arrived to start the job at 9 a.m. By the time the 
third friend came, the front yard was finished. All three of you finished the back yard together. 

How should the money be split between you? Each person must be paid based on the amount 
of the yard raked by that person. 

Justify your solution in two ways. In one of the ways, use the following sketch. 
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Aspects of Proficient Responses: All in a Day’s Work 

One comm'"' solution for this task was to first divide the job in half, allowing for two sepa- 
rate jobs with -le front and the back yards considered separately, each having a worth of $30. 
Once this was done, the front yard was separated into halves or divided by two, and the back 
yard was separated into thirds or divided by three. Students either divided $30 by two and 
three, or took 1/2 and 1/3 of $30 to determine each person’s share of the total $60 (Student 
ExamplesA, B, and C). 

Another common solution was to consider that the job as a whole is worth $60. In this 
solution, the front yard is considered 1/2 of the entire job. The back yard is divided into three 
equal parts and each is 1/6 of the whole yard. In this solution, two of the friends completed 1/2 
ofthe joband an additional 2/6 of the job, meaning that the two of them raked 5/6 of the entire 
yard and should receive 5/6 of the $60. The friends then divide the resulting $50 by two or each 
take half of it. The third friend gets $10 for raking 1/6 ofthe yard (Student Example B). 

A few students divided the yard into twelve pieces, six segments in the front yard and six 
segments in the back yard. In this solution, two ofthe friends raked three segments in the front 
yard and two segments in the back yard or five segments (5/12) of the whole yard. The third 
friend raked two segments of the back yard (2/12 or 1/6) ofthe entire yard. The students then 
divided the $60 payment into 12 segments and multiplied by the number of segments each 
friend raked to determine payment for each of the three friends (Student Example A). 

Some students decided to share the work equally, so that each friend would receive $20 of 
the $60 payment. In one such case, the student explained that two ofthe friends raked 1/2 or 3/ 
6 of the front yard. The friends then divided the back yard into sixths, giving 4/6 to the third 
friend, and splitting the remaining 2/6 between the two who raked the front yard. Therefore, 
each friend rakes an equal portion ofthe entire yard (Student Example C). 

A proficient response uses the appropriate mathematics to determine what payment each 
friend should receive based upon the portion of the yard raked. Calculations and explanations 
supporting each solution are present and provide a clear and coherent justification for the 
problem-solving approach used (Student Examples A, B, and C). 
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Sample Task Two: The Allowance Mystery 

This task requires students to compare numbers through ratios and proportional reason- 
ing. The ratios are converted to percentages to communicate the relative increase or decrease 
in Terry s allowance as compared to the family income. Simple increase and decrease in the 
allowance and income figures are also considered. Students are given an opportunity to choose 
different ways to communicate the reasoning behind each family member s statement about 
Terry’s allowance, to mathematically justify their reasoning, and to explain how data can be 
mathematically interpreted in a variety of ways. 



Wisconsin Learner Outcomes addressed 



• Wisconsin Learner Outcome 9: Recognize, define, and solve a problem 

• Mathematics Outcome 9: Recognize, define, and solve a mathematical problem. 

In the Allowance Mystery task, students are asked to recognize and solve a mathematical 
problem by first defining how each statement about Terry’s allowance can be described math- 

•"^Wisconsin Learner Outcome 12: Defend a position by combining information from multiple 

^'^Mathematics Outcome 12: Present a convincing mathematical argument that justifies a 

solution process or validates a generalization. 

The student is asked to reflect upon and communicate the process necessary to justify three 
different conclusions based upon data which includes a student’s total yearly allowance and 
total income of the student’s family in a consecutive two-year period. 



NCTM Curriculum Standards addressed 

• NCTM Standard 5: Number and Number Relationships. ... r- n 

The task requires students to understand numbers and number relationships, specifical y 

in the areas of ratio and percentage in comparing the allowance to the family’s total income 
and comparing the percentage of growth in the allowance to the percentage of growth of the 

family income. 

• NCTM Standard 7: Computation and Estimation. . , , 

Computation and estimation of whole numbers, decimals, fractions, and percents is needed 

to mathematically justify the explanations and comparisons made between the family income 
and Terry’s allowance. 
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The Allowance Mystery: Student Example A 



Year Total Yearly Allowance Total Family Income 

1992 $2o0 $25,000 

1993 $260 $26,000 

The table above shows Terry’s total yearly allowance and his family’s total income for the 
year. Between 1992 and 1993 the cost of living increased by 8 %. 

Terry’s family was discussing the change in his allowance between 1992 and 1993: 

• Terry’s older sister, home from college, insisted that Terry’s allowance had increased. 

• Terry complained that the allowance had gone down. 

^ ^ mother maintained that, in fact, there had been no change in the allowance system. 

Describe how each person’s opinion could be valid. 

Use mathematics to justify each point of view. 
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The Allowance Mystery: Student Example B 



Year Total Yearly Allowance Total Family Income 

1992 $250 $25,000 

1993 $260 $26,000 

The table above shows Terry’s total yearly allowance and his family’s total income for the 
year. Between 1992 and 1993 the cost of living increased by 8%. 

Terry’s family was discussing the change in his allowance between 1992 and 1993: 

• Tbrry’s older sister, home from college, insisted that Terry’s allowance had increased. a ^ 

• Terry complained that the allowance had gone down. '2^^ ^ 

• Terry’s mother maintained that, in fact, there had been no change in the allowance system. ^ 



Describe how each person’s opinion could be valid. 
Use mathematics to justify each point of view. 
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Aspects of Proficient Responses: The Allowance Mystery 

Student responses for this task were similar. The way in which the response is organized 
and the way in which the supporting mathematical calculations are presented vary somewhat 
from student to student. 

In a proficient response, appropriate mathematical computations using ratios, proportions, 
fractions, decimals, and/or percentages are present, relate directly to the problem, and are 
mechanically accurate. There is evidence of meeting the essential conditions of the problem 
with supporting arguments to mathematically explain each family member’s point of view. The 
student shows understanding through the clear and coherent use of words and mathematical 
symbols related to ratios, proportions, fractions, decimals and/or the use of percentages in the 
performance (Student Examples A and B). 
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Sample Task Three: Fencing the Dog 

Students are asked to vary the dimensions of a rectangular dog pen while keeping the pe- 
rimeter constant at 64 yards. After drawing three possible models for the pen, students are 
asked to label two of the pens they have drawn, the one with the largest area (M) and the one 
with the smallest area (L). Students are then asked to explain and analyze the relationship 
between area and perimeter by using mathematics to explain how larger and/or smaller pens 
might be drawn and to describe the largest pen that can be drawn with a perimeter of 64 yards. 

Wisconsin Learner Outcomes addressed 

• Wisconsin Learner Outcome 4: Achieve desired results by interpreting and executing in- 
structions, plans, models, and diagrams. 

• Mathematics Outcome 4: Achieve desired mathematical results by interpreting and execut- 
ing instructions, plans, models, and diagrams. 

The task of building a dog pen for Max requires students to apply mathematical modeling to 
a problem situation in drawing possible pens and labeling their dimensions, to interpret and 
describe the varying areas of the mathematical models, and to compare the student-generated 
models to possible pens with larger or smaller areas that migi t be considered. 

• Wisconsin Learner Outcome 13: Develop and test a hypothei^'S. 

• Mathematics Outcome 13: Develop and test a mathematical conjecture. 

Students are asked to develop a method for finding a pen with the largest area while keep- 
ing the perimeter constant, to test the method mathematically, and to explain their results. 

NCTM Curriculum Standards addressed 

• NCTM Standard 8: Patterns and Functions. 

The task requires students to determine how the perimeter and area of a rectangle are 
related by identifying a pattern in the calculations or in the models drawn of the dog pens, 

• NCTM Standard 13: Measurement. 

Measurements of the sides of the rectangular pens drawn are used to calculate area and 
relate the changing areas to the constant perimeter of 64 yards. 

Instructions for Fencing the Dog 

You have 64 yards of fencing to enclose a rectangular pen for your large dog, Max, 

• Draw and label the dimensions of three possible rectangular pen desigiis on the graph 
paper provided. Each design should use all 64 yards of the fencing. 

• Of the three pens you have drawn, mark the one with the least amount of play space with an 

“L,” and the one with the most ’ »» 
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Fencing the Dog: Student Example A 
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• Explain if it is possible to make any pens with larger or smaller play spaces than the ones 
you have designed. Support your answer with mathematical evidence. 
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• What is the biggest possible pen that can be made — the one that allows Max the most play 
space? 

Explain how you know that this pen has the most area. 

Support your answer with mathematical evidence 
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Fencing the Dog: Student Example B 
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• Explain if it is possible to make any pens with larger or smaller play spaces than the ones 
you have designed. Support your answer with mathematical evidence. 
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• What is the biggest possible pen that can be made — the one that allows Max the most play 
space? 

Explain how you know that this pen has the most area. 

Support your answer with mathematical evidence. 



~rW hW .p-sh ^cas^sibV Y -'^r.y 'K W nrt- 
l lo^ f)lAy CM Ci , 

~ir lArmi ,N 4W . yf n ^ rrYVTV o<?a . hpg.\>-sc J ? ^ 

ryV yrA i nni U')icH-h ,i-^"’'^ 

4W> r^r Q okA~N| mva^^'T r\\A. fY^ ae\(\‘=, man \j 

f^rjDnw <VT y P^rycv < i io'r K vT^ail? 

4Vt'!i V oxty 4^x1 y y . 

d u^~iZ^ — 

Q40'.|i ^ 

^)ix3L(^ l^<Q 'j 




28 



yjf 



23 



Aspects of Proficient Responses: Fencing the Dog 

Responses vary widely in the three dog pens that students chose to model, and student 
communication of their model and its mathematical justification also vary. Students gave fairly 
consistent responses to the section asking for the dimensions of the pen with the greatest area. 
Counter examples or other mathematical explanations, however, are sketchy or missing. 

In a proficient response, the student used appropriate mathematics to show understanding 
of the concepts of area and perimeter, showed the calculations used, and structured an explana- 
tion to the questions relating perimeter and area in a logical way. The mathematical problem- 
solving techniques demonstrated satisfy all the conditions of the problem and include examples 
and counter examples where necessary to support the arguments made about the areas and 
perimeters of the possible pens. The mathematical communication gives evidence of under- 
standing of hew perimeter and area are calculated and how they relate to each other (Student 
Examples A and B). 
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Science Performance Assessment 



Science is a way of learning as well as a body of information. It is as important for students 
to be able to apply the skills of science to solve science problems as it is for them to understand 
the concepts and ideas of science. Performance assessment provides students with the opportu- 
nity to demonstrate that they can apply the skills of science inquiry, such as designing an 
investigation or controlling variables, to solve science problems, and to communicate their 
solutions and thinking processes. 

The performance assessment will not cover all important science content, nor will it assess 
the fullness of a student’s understanding of the history and culture of science. 



Instrument Description 

All science performance assessment instruments in the Wisconsin Student Assessment 
System (WSAS) meet the spirit of the emerging National Standards in Science Education. In 
addition, the assessments are aligned with Wisconsin’s Learner Goals, the Wisconsin Learner 
Outcomes, and content guidelines outlined in the DPI’s A Guide to Curriculum Planning in 
Science. 

Specifically, the science instruments assess goals two and three of Wisconsin’s Learner 
Goals: 

2. Develop thinking and communication processes. 

3. Apply knowledge and processes. 

Science performance assessment instruments and tasks in WSAS require students to apply 
their knowledge of science in problem solving and to use the skills, processes, and strategies 
articulated in 13 of the 17 Wisconsin Learner Outcomes (see Figure 4). The reasoning skills and 
processes needed for successful completion of the science performance assessments are taken 
from core concepts in the life, earth/space, and physical sciences. Because these science inquiry 
concepts and skills are complex, students need many inquiry and problem-solving opportunities 
prior to the assessment. (Figure 5 lists some of the specific skills, and Figure 6 lists the core 
science concepts.) 

Wisconsin’s science performance assessment is designed to assess a student s ability to solve 
science problems. Students are asked to apply their science knowledge, understanding, and 
skills to solve science problems and to communicate their solutions. Students must show 
evidence of logical science problem solving. No matter what problem-solving method a student 
uses, it must be based on the evaluation and use of evidence, data, and information that is 
scientific in nature and relevant to the problem. 

To aid in the construction, scoring, and reporting of results of the performance assessment, 
science problem solving is subdivided into four overlapping components: problem posing, 
problem approaches, problem solutions, and communication. 

• Problem posing: Students must show evidence of “seeing the world scientifically.” They 
should be able to distinguish problems that are scientific in nature and pose science problems 
from a variety of real world and hypothetical situations. 

Students should show evidence of homg able to evaluate information and decide if the 
information is relevant to the problem. Other evidence of problem posing may include control- 
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ling variables, making or revising a hypothesis, making predictions, describing patterns, using 
models, and applying past experience and previouc^y learned knowledge. 
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• Problem approaches: Students must be able to design and/or perform an experiment. They 
must be able to modify an experimental technique or design to obtain relevant data. Evidence 
might include controlling variables in an experiment, collecting appropriate information, and 
recording and organizing observations. Students should be able to use multiple problem-solving 
strategies as appropriate to the problem, and they should revise their approaches when new 
evidence warrants. They should be able to describe additional information that may be required 
to solve a problem and describe how that information might be obtained. It is possible for a 
student to explain how to solve a problem without completing a “correct” solution. 

• Problem solutions: Students should be able to suggest reasonable solutions for the problem 
posed. The solutions must be consistent with the procedures the student followed and justified 
with specific evidence produced in the inquiry. Evidence may include carrying out different 
approaches to the same problem and comparing the results, using similar procedures to solve 
similar problems, or using various approaches to solve a complex problem. Students should be 
able to evaluate the data and results used to support a position, and they should be able to use 
data and results to critique and revise procedures. 

• Communication: One of the basic tenets of science is that it is self-correcting. This is 
accomplished by clearly communicating to others the problem, procedures, interpretations, and 
thinking pathways used and by justifying the conclusion using data and scientific analyses. 
Communication about a scientific investigation must contain all the information to allow other 
people to repeat the investigation. Written communication of the problem, procedures, results, 
and thinking processes should include data, charts, graphs, drawings, diagrams, and other 
findings as appropriate as well as symbolic representations and vocabulary that help to 
communicate scientific information efficiently. 

Each performance assessment instrument or task describes a situation in a specific context 
and requires the student to combine information derived from the problem with the student’s 
prior knowledge of science content and inquiry skills to find a solution. Each student produces 
the evidence of his or her own performance through designing and carrying out experiments, 
producing scientific data, analyzing and drawing conclusions, and applying appropriate science 
information and the use of appropriate written communication. 
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Figure 4 



Wisconsin Learner Outcomes as Reflected, in Science 



Wisconsin Learner Outcomes 


Science Outcomes 


1. Identify, develop, evaluate, and apply 
criteria to ideas, products, and perfor- 
mances of one’s self or others. 


1. Identify, develop, evaluate, and apply 
scientific criteria to scientific ideas, 
products, and performances of one^s self 
or others. 


2. Revise a product, performance, system, 
and idea in response to relevant informa- 
tion. 


2. Critically analyze and/or revise a prod- 
uct, performance, system, or idea that is 
scientific in nature in response to 
relevant information. 


3. Make informed decisions by examining 
options and anticipating consequences of 
actions. 


3. Make informed decisions about scientific 
problems by examining options and 
anticipating consequences of actions. 


4. Achieve desired results by interpreting 
and executing instructions, plans, models, 
and diagrams. 


4. Achieve a result by interpreting and 
executing instructions, plans, models, 
and diagrams, using appropriate equip- 
ment and technology. 


5. Recognize and devise systems and de- 
scribe their interdependence. 


5. Recognize and devise scientific systems 
and describe their interdependence. 


7. Respond to the aesthetic and intellectual 
aspects of an event, performance, and 
product. 


7. Respond to the aesthetic and intellectual 
aspects of an event, performance, and 
product. 


i 

8. Transfer learning from one context to 
another. 


8. Transfer learning from one context to 
another, and be able to apply science 
concepts and skills whenever they are 
applicable. 


9. Recognize, define, and solve a problem. 


9. Recognize, define, and solve a science 
problem and communicate the strategies 
used in appropriate scientific fashion. 


11. Work effectively in groups to accomplish a 
goal. 


11. Work effectively in groups to accomplish 
a goal. 


12. Defend a position by combining informa- 
tion from multiple sources. 


12. Support a position by integrating scien- 
tific evidence and applicable information 
from multiple sources. 



Wisconsin Learner Outcomes (cont*) 


Science Outcomes (cont*) 


13. Develop and test a hypothesis. 


13. Develop and test a hypothesis. 


14. Recognize when a need for specific infor^ 
mation exists and demonstrate the ability 
to locate, evaluate, and use the relevant 
information. 


14. Recognize when a need for specific informa- 
tion exists and demonstrate the ability to 
locate, evaluate, and focus that information 
and/or be able to design an investigation 
that will provide the needed information. 


15. Conceive of places, times, and conditions 
different from one's own. 


15. Conceive of places, times, and conditions 
different from one's own. 
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Science Skills 



Performance assessments require students to show their ability to solve scientific problems. 
The following scientific skills are essential to scientific problem solving. 

• Observation; Observation is the first step in any science-related problem. Students must 
learn to observe with an open mind and to utilize all of their senses. Scientific observation is not 
an end in itself; observation is always done with a purpose. An observer must pay attention to 
relevant data, recognize patterns and outcomes, and connect cause and effect. 

• Grouping or Classifying: Students need to group objects, ideas and phenomena into 
categories in order to manage large amounts of information and to understand relationships. 
This skill begins with grouping objects by consistent use of some criteria and progresses to more 
complex multi-leveled hierarchies of classification which show complex relationships between 
objects, ideas, or phenomena. 

• IMsasuring: Measuring in a large sense, is the only means of comparison. It is much more 
than learning to use a ruler and a balance. All measurements are comparisons of something to 
a known standard; so part of this skill involves the selection of the standard and the means of 
measuring that will yield information that is meaningful. 

• Inferring/Predicting (Hypothesis formation); Making inferences is a way of connecting 
observations together. Observations and inferences may be closely related but they are not the 
same and students must learn to distinguish between them. Making predictions (forming a 
hypothesis) is much more than making a wild guess about something. Scientifically literate 
persons make predictions that are the result of logical thinking and formed on a foundation of 
evidence, experiences, observations, and inferences made under known circumstances. Stu- 
dents must learn how to control variables, judge the reliability of observations and measure- 
ment, and make logical inferences, in order to make the most accurate predictions. 

• Organizational skills; Good organizational skills are important to all educational endeav- 
ors (as well as to most lifetime activities), but they are essential to science. This is not to say that 
good science is always neat and tidy but conclusions drawn on data that is poorly organized and 
inaccurately recorded cannot be reliable. 

Each skill is applicable to all educational levels and to all areas of science content. These 
skills are often taught separately and when taken individually may appear to be simple. No one 
skill however, is ever applied in isolation from the others. In fact, the solution to real-world 
scientific problems, no matter how simple, require the application of all of these skills. It is this 
complex application of a combination of the skills of science that result in scientific problem 
solving. It is to be expected that any assessment instrument will assess a student’s capabilities 
in most of these basic scientific skills. 
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Science Content 



It is obvious that science problem solving must be assessed with some specific content and in 
some context. The content of each assessment instrument will be drawn from a variety of 
scientific disciplines, including fundamental scientific concepts from life, physical, and earth/ 
space science. The context of the performances will be realistic, but not necessarily real, and 
interesting and engagingfor students. Each performance will model good science instructional 
practices. Whenever possible and practical, students will be asked to use equipment to perform 
experiments and gather their own data. 

The following examples of fundamental concepts in each field are taken from several sources, 
including the Department of Public Instruction’s A Guide to Curriculum Planning in Science. 
Benchmarks for Science Literacy by the Ameri^'an Association for the Advancement of Science 
(AAAS), Science for All Americans by the AAAS, and Science Matters, Achieving Science 
Literacy by Robert M, Hazen and James Trefil. This list of examples is not exhaustive. 

Earth/Space Science 

• Forces and energy in the Earth cause change. 

• The Earth system includes geochemical processes and cycles. 

• The Earth’s history has changed and is changing. 

• The Earth is one part of the universe, and stars change over time. 

Life Science 

• Life comes from other life. 

• Organisms, populations, and ecosystems show diversity and adaptations. 

• Living things evolve. 

• Matter and energy are related to the organization of living systems. 

• Cells are the unit of structure and function of living things. 

Physical Science 

• Atoms make up all matter. 

• Matter and energy interact. 

• Electricity and magnetism are two parts of the same force. 

• The way a material behaves depends on how its atoms are arranged. 

• One set of laws describes all motion. 

• Energy and mass are conserved. 



Scoring Science Performance Assessments 

Scorers use a range of benchmark papers that illustrate performances for each score category 
in the assessment. The various benchmark papers in each category reflect the fact that no two 

papers even two advanced responses — are identical because students arrive at their answers 

in different ways. A five-point scale (plus a not scorable category) will be used in all parts of the 
performance assessment. 

Description of Score Categories 

• Advanced Response: This response constitutes a distinguished performance, demonstrat- 
ing exceptional application of all essential science skills and concepts on this activity. 

• Proficient Response: The student’s performance is fully acceptable. It is conceptually and 
mechanically complete and addresses all parts of the question or task which has been presented. 
The response shows full application of appropriate knowledge and skills, and uses methods or 
techniques of communication that are appropriate to the subject area and the task. 

• Nearly Proficient Response: It addresses some of the skills and concepts essential to 
science, but there is evidence of some major misconception or the application of inappropriate 
knowledge. 

• Minimal Response: While the response may contain evidence of some skills and concepts 
of science, it contains major misconceptions of applicable science and little ability to apply the 
correct skills. 

• Attempted Response: There is little evidence that the response is an attempt to address 
the task. 

• Not Scorabie: The paper is blank, or the response is irrelevant or unreadable. 

Sample Task: Temperature of Water in Cups 

This task has two parts. First, each student is asked to carry out an experiment to obtain data 
to evaluate a given hypothesis. Second, the student isasked to write ahypothesis and design an 
investigation to test it. 

Teachers are instructed to make sure that the temperature of the hot water is about 20 
degrees Celsius above room temperature and that the cold water is about 20 degrees Celsius 
below room temperature. The ice water should be allowed to cool to its lowest point before 
beginning. There must be enough ice in the ice water cup to insure that there will be a great deal 
left in the cup when the students have finished. Each student records his or her own tempera- 
ture readings. 

This task requires the science skills of using a thermometer, recording information, making 
a graph, evaluating a hypothesis, and drawing a conclusion based on information from an 

experiment. 

Wisconsin Learner Outcomes addressed 

• Wisconsin Learner Outcome 4: Achieve desired results by interpreting and executing 
instructions, plans, models, and diagrams. 

• Science Outcome 4; Achieve a result by interpreting and executing instructions, plans, 
models, and diagrams using appropriate equipment and technology. 

In the Temperature of Water in Cups task, the students are asked to use equipment to obtain 
information about what happens to the temperature of water and then use that information to 
achieve a result. 

• Wisconsin Learner Outcome 13; Develop and test a hypothesis. 

• Science Outcome 13: Develop and test a hypothesis. 

The students are asked to evaluate a hypothesis in the first part of the investigation and are 
asked to write and test a hypothesis in the second part of the activity. 
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Temperature of Water in Cups: Student Example A 

Here are two experiments about temperature change in. water. 

The first experiment is designed for you. 

The second experiment you will design and carry out yourself. 

Experiment 1: Temperature Change of Water in Paper Cups 

Hypothesis: The temperature of the hot water will change more than the temperature of the 
cold water or ice water in the same amount of time. 



Cup#l 

Procedure: 



1. Fill the cups with the same 
amount of water. 

Fill one cup with hot water, the 
second with cold water, and the 
third with ice water. 

Label the cups: 1 — Hot 

2 — Cold 

3— Ice 




Cup #2 Cup #3 





2. Use a thermometer to find the temperature of the air m your classroom Write this 
temperature on the next page 

3. Using the thermometer, carefully stir the water in a cup and take its temperature. Keep the 
thermometer in the water about 30 seconds before taking the temperature reading. Repeat 
the procedure for each of the three cups and record your data on the next page. 



4. Record the water temperature of the cups about every three (3) minutes. Continue until you 
have taken five (5) more readings for the water in each cup. 
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Data and Results: 

Do your best work. 






/ 



T 



11 of your data in an organized way. 
• present your results. 
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Conclusion: 

Here is the original hypothesis: 

The temperature of the hot water will change more than the temperature of the ice water or 
cold water in the same amount of time. 

Explain how your data supports or does not support the original hypothesis: 
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Experiment 2: Design Your Experiment. 

Plan experiment 2 to investigate how the material a cup is made of affects the temperature 
change in water. You will have one thermometer. 

Select the materials you plan to use from the list below by circling the item(s) and writing in 
the number of each you will need for the experiment. 

Your teacher must approve your materials list before beginning the experiment. 



Materials List: 






Amount 




Amount 


Needed 




Needed 


Balance 


Ruler 


y 


Paper Cup ^ 


Hot Water 


Glass Container ^ 


Cold Water 


s 


Stvrofoam Cup ^ 


Ice Water 


3 


Graduated Cylinder 


Thermometer 


1 


or Measuring Cup 






Experiment 2 Title; 
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Procedure: 



All your procedures and diagrams should be clear enough for someone else to follow. 
Tell or show what you will do in your experiment* 
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Data and Results: 



Do your best work. 

Record your data in an organized way. 
Use graph paper to present your results. 
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Review’' your procedure. 

Change or add to your procedure to show exactly what you did in experiment 2. 
Show your work on the procedure page. 
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Conclusion: 
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Temperature of Water in Cups; Student Example B 

Here are two experiments about temperature change in water. 

The first experiment is designed for you. 

The second experiment you will design and carry out yourself. 

Experiment 1: Tfemperature Change of Water in Paper Cups 

Hypothesis! The temperature of the hot water will change more than the temperature of the 
cold water or ice water in the same amount of time. 



Procedure: 

1. Fill the cups with the same 
amount of water. 

Fill one cup with hot water, the 
second with cold water, and the 
third with ice water. 

Label the cups: 1 — Hot 

2 — Cold 

3 — Ice 



Cup#l Cup #2 Cup #3 




2. Use a thermometer to find the 
temperature on the next page 



temperature of the air in your classroom 



Write this 



3. Using the thermometer, carefully stir the water in a cup and take its temperature. Keep the 
thermometer in the water about 30 seconds before taking the temperature reading Repeat 
the procedure for each of the three cups and record your data on the next page. 



4. Record the water temperature of the cups about every three (3) minutes. Continue until you 
have taken five (5) more readings for the water in each cup. 
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Data and Results: 



Do your best work. 

Be sure to record all of your data in an organized way. 
Use graph paper to present your results. 
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Conclusion: 



Here is the original hypothesis: 

The temperature of the hot water will change more than the temperature of the ice water or 
cold water in the same amount of time. 

Explain how your data supports or does not support the original hypothesis: 
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Experiment 2: Design Your Experiment. 



Plan experiment 2 to investigate how the material a cup is made of affects the temperature 
change in water. You will have one thermometer. 

Select the materials you plan to use from the list below by circling the item(s) and writing in 
the number of each you will need for the experiment. 

Your teacher must approve your materials list before beginning the experiment. 



Materials List: 










Amount 




Amount 




Needed 




Needed 


Balance 




Ruler 




Paper Cup 


/ 


Hot Water 




Glass Container 


/ 


Cold Water 




Styrofoam Cup 


/ 


Ice Water 




Graduated Cylinder 




Thermometer 


1 


or Measuring Cup 








Experiment 2 Title: 













Procedure: 



All your procedures and diagrams should be clear enough for someone else to follow. 

Tell or show what you will do in your experiment. 
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Data and Results: 



Do your best work. 

Record your data in an organized way. 
Use graph paper to present your results. 
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Review your procedure. 

Change or add to your procedure to show exactly what you did in experiment 2. 
Show your work on the procedure page. 





Conclusion; 



Reread your hypothesis for experiment 2, 

Explain how your data supports or does not support your hypothesis. 
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Aspects of Proficient Responses: 

Temperature of Water in Cups 

Student A’s performance shows that the student is able to solve problems scientifically by 
following the procedure, collecting and recording data in an organized manner, and using the 
data to come to a conclusion. The data table includes the units of measurement, labels, and 
shows the sequence of the readings. 

The solution presented in the written conclusions communicates clearly the student*s 
understanding ofthe relationship between the temperature changes of the water to the ambient 
room temperature. The conclusions are specifically supported by the data collected. The 
student used the data that was collected to evaluate the given hypothesis and came to a 
conclusion that is supported by the data. 

The second experiment tests the effect of the cups’ material on the temperature change of 
water. The plan, hypothesis, and procedure are clearly communicated. Data is again recorded 
in an organized manner. The student writes descriptively about the temperature changes under 
each condition and compares the results from the first experiment to the results obtained in the 
second experiment. The student compares the results in a line graph. The student identifies at 
least one key aspect that would improve the experiment. 

The student notes that the ice and water mixture does not behave in the same way as the 
other water samples and suggests a possible reason. 

Student B’s response shows the variety possible in these science performance assessments. 
This student does not see the temperature changes as significantly different from one another 
and thus concludes that there is not sufficient evidence to confirm the hypothesis. The student 
has made an attempt to compare the rate of temperature change for each type of water by 
dividing the difference between the beginning and final temperatures by the five timed periods. 

In the second experiment, the student tests the three different containers with hot water to 
see which is the better insulator. The plan and procedures are short but contain all the essential 
information. The data and results are clearly labeled and easy to follow. Again, the comparison 
of the temperature change and the time was used to show an average change. The student’s 
conclusion is consistent with the information collected. 

The student notes at least one way of improving the experiment and mentions the tempera- 
ture rise in the Styrofoam cup as being something that was not expected and needed to be 
explained. The graph is clearly labeled and is correct. 
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Language Arts Performance Assessment 

Language arts is a broad discipline that includes the communication skills of speaking, 
listening, reading, and writing as well as language science (for example, grammar), literary 
history and criticism, and some skills in communication technology. Because most educators 
believe that local districts should determine the specific literature its students study and 
because research shows that knowledge of language science does not improve a student’s ijsfi of 
language, a statewide assessment will usually focus on the communicative aspects of language. 

Until recently, large scale, high stakes assessments have nearly always been multiple-choice 
tests. Their relative economy and ease of administration and scoring made them extremely 
attractive. Recently, however, educators have come to understand the need for students to be 
able to apply what they are learning. Communicative competency is now thought essential for 
learning in all disciplines. Traditional tests need to be supplemented by assessments that 
require students to “do” reading, writing, speaking, and listening rather than simply answer 
questions about these skills. Students must be able to show that they can practice the skills 
themselves rather than simply edit the words of others. A range of assessment types, such as 
planned for by the Wisconsin Student Assessment System (WSAS), will give a much clearer 
picture of what students have learned. 



Instrument Description 

Language arts communication performance assessments in the Wisconsin Student Assess- 
ment System are administered at grades four, eight, and ten. Each instrument is a self- 
contained unit and requires approximately five 45- to 50-minute class periods within a six-week 
timeframe. Each instrument is built around a student’s original communication experience that 
requires a blend of reading, writing, speaking, and listening. Each addresses a subject or theme 
of wide interest and/or familiarity to the students. All necessary materials are included. 

Students utilize their prior knowledge and comprehension strategies as they read passages, 
listen to audio tapes or oral readings, and/or view video tapes of various kinds and respond to 
them. They participate in group discussions, monitor their understanding, and record their 
responses, reflections, and ideas. Finally, they produce a written centerpiece that must bear 
some relationship to the instrument’s su’oject or theme. A copy of each student’s centerpiece 
remains in the student’s portfolio in ihe school district for use as instructional materials with 
that particular student. 

All language arts performance assessments in the WSAS address the first three Wisconsin 
Learner Goals, a selection of the 17 Wisconsin Learner Outcomes (see Figure 7), and the 
Wisconsin Language Arts Content Guidelines (see Figure 8). The content guidelines are taken 
from several sources, including the Department of Public Instruction s A Guide to Curriculum 
Planning in English Language Arts and A Guide to Curriculum Planning in Reading, the 
Wisconsin Technical College System Board’s Preparing for a Wisconsin Technical College 
Associate Degree Program: Communication Knowledge Base That Enables Students to do 
Educational Tasks, the University of Wisconsin System's Basic Competencies in English 
Composition for College Bound and New College Students, and the UW System’s Competency- 
Based Admissions Pilot Program. 



Figure 7 



Wisconsin Learner Outcomes as Reflected in Language Arts 



Wisconsin Learner Outcomes 


Language Arts Outcomes 


1. Identify, develop, evaluate, and apply 
criteria to ideas, products, and perfor- 
mances of one’s self or others. 


1. Be able to evaluate the credibility, 
quality, and intent of written and oral 
performances. 


2. Revise a product, performance, system, 
and idea in response to relevant informa- 
tion. 


2. Revise and improve one^s writing and 
oral performances after acquiring 
additi.'>nal information and in response 
to feedback from others. 


3. Make informed decisions by examining 
options and anticipating consequences of 
actions. 


3. Choose topics and communication 

approaches by considering the intended 
audience, purpose, and context for 
writing or speaking. 


4. Achieve desired results by interpreting 
and executing instructions, plans, models, 
and diagrams. 


4. Directly address writing and speaking 
instructions in assessment, accurately 
follow^ instructions for assigned work, 
and devise and use organizing tools for 
pre-reading and pre-writing. 


5. Recognize and devise systems and de- 
scribe their interdependence. 


5. Recognize language and its subdivisions 
as systems and understand their impact 
on other systems (social, political, etc.) 


6. Create a quality product, process, and 
performance to meet a need. 


6. Produce effective oral and written texts 
and performances for a variety of pur- 
poses including imagining, informing, 
persuading, expressing feelings, and 
functioning in social situations. 


7. Respond to the aesthetic and intellectual 
aspects of an event, performance, and 
product. 


7. Respond intellectually and aesthetically 
to literature and literary performances 
(plays, readings, debates) by producing 
artistic work, preparing a critical 
response, or analyzing the work for 
individual purposes. 


8. Transfer learning from one context to 
another. 


8. Transfer ideas from one literary form to 
another, move from oral to written 
expression of ideas or vice versa, and 
apply the lessons of literature to one’s 
own situation. 




Wisconsin Learner Outcomes (cont.) 


Language Arts Outcomes (cont.) 


9. Recognize, define, and solve a problem. 


9. Identify communication problems and 
analyze and solve them by applying 
knowledge of strategic language use. Be 
able to recognize one’s weaknesses in 
reading, writing, speaking, and listening 
and apply strategies to improve them. 


10. Recognize and communicate one’s strate- 
gies for accomplishing objectives. 


10. Be able to identify one’s strengths in 

writing, speaking, acting, listening, and 
reading and explain them to others. 


11. Work effectively in groups to accomplish 
a goal. 


11. Be able to work with others as part of a 
debate team, play cast, speech panel, 
discussion group, etc. 


12. Defend a position by combining informa- 
tion from multiple sources. 


12. Be able to use all available resources to 
defend a literary interpretation, an 
important belief, a strategy for learning 
in various oral (debate, persuasive 
speech, discussion) and written forms. 


13, Develop and test a hypothesis. 


13. Develop and justify a literary interpreta- 
tion, the probable result of a rhetorical 
choice, or the likelihood of developments 
within a literary work. 


14. Recognize when a need for specific 

information exists and demonstrate the 
ability to locate, evaluate, and use the 
relevant information. 


14. Be able to use language reference works 
(dictionaries, thesauruses, handbooks) 
and literary reference works (data bases, 
anthologies) to find supporting material 
and editing help for speeches and writing. 


15. Conceive of places, times, and conditions 
different from one’s own. 


15. Put one’s self into literary works in order 
to better understand the context with 
which they deal and create the environ- 
ment for a story that will best satisfy the 
purpose one has for writing it. 


16. Identify personal interests and goals and 
pursue them. 


16. Find topics about which to write and 

literary works to read that will stimulate 
pleasure in learning and growing. 


17. Recognize the influence of diverse cul- 
tural perspectives on human thought and 
behavior. 


17. Read widely in the literary heritage of 
various cultures to better understand the 
nature of their worlds and the effects that 
a blending of cultures has on our own. 
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11 Figure 8 



Wisconsin Language Arts Content Guidelines 



These content guidelines are taken from several sources, including the Department of Public 



Instruction's A Guide to Curriculum Planning in English Language Arts and A Guide to 
Curriculum Planning in Reading, the Wisconsin Technical College System Board's Preparing 
for a Wisconsin Technical College Associate Degree Program: Communication Knowledge Base 
That Enables Students to Do Educational Tasks, the University of Wisconsin System's Basic 
Competencies in English Composition for College Bound and New College Students, and the UW 
System's Competency-Based Admissions Pilot Program. 

1. Express ideas clearly in writing 

• using standard English (spelling, punctuation, usage, diction, vocabulary, organization, 
sentence structure, and format). 

• for a variety of purposes (informative, expressive, imaginative, persuasive, and technical/ 
professional). 

• for a variety of audiences (single person, specialized group, general audience, future record). 

• using the writing process (pre-writing, drafting, revision, editing, publishing). 

2. Make sense through reading and evaluating a variety of written materials at an appropriate 
developmental level 

• integrating new material with prior knowledge. 

• monitoring understanding of the material. 

• applying appropriate reading skills and strategies. 

3. Make sense through viewing, listening to, and evaluating a variety of speakers and/'or 
performers in formal and informal situations by 

• integrating new material with prior knowledge, 

• understanding the impact of verbal and nonverbal messages. 

• monitoring their understanding of material. 

4. Obtain and responsibly use information from a variety of sources, including 

• print resources (e.g., reference books, card catalogs (electronic or card), periodical guides, 
newspaper indexes). 

• non-print resources (e.g., tapes, recordings, computer data bases, computer bulletin boards). 

• interviews and surveys. 

5. Develop an informed and critical understanding of the nature of mass media, the techniques 
used by them, and the impact of these techniques. 

6. Speak effectively 

• for a number of purposes (informing, expressing opinions and feelings, performing, persuad- 
ing, and being courteous). 

• for a number of audiences (individual, small group, large group, radio or TV). 

• using appropriate vocal and physical techniques (articulation, pronunciation, rate, intensity, 
volume, pauses, eye-contact, facial expression, and gestures). 

7. Understand the nature and function of language as a system that 

• includes sounds, units of meaning (words, word endings), patterns of organization (phrases. 
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sentences, paragraphs). 

• varies across ethnic and geographic boundaries. 

• has various, equally complex dialects based on geography and/or culture. 

• is subject to social privileging of certain dialects. 

• usually has a spoken and a written form, each with its own set of arbitrary conventions of 
usage, mechanics, and form. 

8. Demonstrate a broad knowledge of literature that 

• includes a range of types (e.g., poetry, novels, essays, drama) and media (film, television, etc.). 

• includes various cultures (e.g., American, English, world). 

• makes them culturally literate. 

• gives insight into themselves and others. 

9 includes recognition of literary techniques (e.g., use of figurative language, voice, tone, style).. 

9. Support their own beliefs effectively and responsibly and evaluate the arguments of others by 
understanding 

• logic. 

• evidence. 

• propaganda devices. 

10. Use language technologies, such as 

• word processors. 

• computer reference software, including 

— spell checkers, 

— dictionaries and thesauruses, 

— CD rom, and 

— data bases. 

• communications technologies (e.g., faxes, modems). 

• video and audio recorders. * 

• printers, typewriters, copy machines. 

• mass media (radio, television, periodicals). 

11. Learn in a setting that promotes enjoyment in lifelong pursuit of reading, writing, 
speaking, and listening. 



Scoring Communication Performance Assessw.ents 

Scorers use a variety of benchmark papers for each score category and at each grade level. 
These benchmark papers are guides for assigning scores. The various benchmark papers reflect 
the fact that no two papers — even two advanced responses — are identical because students 
express themselves in different ways. The instruments and scoring criteria are designed to give 
students the greatest possible flexibility in demonstrating their ''literacy power.” Before each 
assessment period, teachers counsel students about the importance of leaving a thinking "trail” 
through what they write in their instruments. 

Score points are identified using two sets of criteria. The first is applied to the entire 
instrument to find evidence of the student’s ability to make sense through reading, listening, 
and viewing. The second is applied to the centerpiece writing required by each instrument. 

Performance Criteria: Making Sense of Reading, Listening, 
and Viewing 

These criteria apply to the entire assessment instrument. They address language power as 
demonstrated in the student’s responses to the reading and oral activities in the instrument. 
The criteria focus on the use of skills in analysis, creative thinking, problem solving, decision 
making, visualizing, and concept development. Evidence may be of many kinds, but it may be 
grouped in five primary categories: understanding, connecting, self-reflection, evaluating, and 
involvement with the activity. 

An advanced response gives evidence of these categories across the entire instrument and is 
varied in approach. This evidence within each category may take various forms (see below). 
Even a top performance need not include all, or even a majority of these forms, since individuals 
make sense of their experience in different ways. Students should try to leave a thinking "trail.” 

Understanding is recognized through the students’ apparent grasp of the materials presented 
and includes, but is not limited to: 

• literal understanding of written, oral, and visual messages 

• drawing and supporting inferences 

• insightful observations 

• developing concepts and ideas 

• following directions 

Connecting represents students’ ability to think about and work with the materials and 
information provided. It includes, but is not limited to: 

• connecting the "new” to the "known” 

• organizing or reorganizing information 

• analysis and synthesis of information or ideas 

• transferring ideas from one context to another 

• seeing connections among ideas and data 

• using analogies 

Self-reflection refers to students’ ability to think about their own work. It includes, but is not 
limited to: 

• thoughtful examination of one’s work and thinking 

• evaluating one’s ideas 
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• revisions and extensions of ideas 

• monitoring of reading, listening and viewing strategies 

Evaluating refers to students* ability to look critically at what they read, hear, and see and to 
test it against their total experience. It includes, but is not limited to: 

• agreeing or disagreeing 

• applying criteria 

• testing evidence o’' support 

• aesthetic responses 

Involvement with the activity is evidenced by students’ engagement with their work, 
materials, and/'or ideas. It includes, but is not limited to: 

• persistence or perseverance 

• risk-taking 

• willingness to confront unfamiliar vocabulary, ideas, or activities 

• leaving a thinking “trail** 

Description of Score Categories 

The score categories for reading, listening, and viewing are not intended to evaluate 
“correctness** in the sense of mech anical conventions (such as spelling, word usage, punctuation, 
and format) in student work because most of the instrument is an exploratory rough draft. 
Correctness is measured in the score categories for the centerpiece, which is considered a 
published or finished v/ork. 

• Advanced Response: The response provides striking evidence of making sense through 
reading, listening, and viewing. Evidence is found within each of the five criteria classifications. 

• Proficient Response: The response is fully acceptable. It provides consistent and varied 
evidence of making sense through reading, listening, and viewing. 

• Nearly Proficient Response: The response contains significant and varied evidence of 
making sense through reading, listening, and viewing, but this evidence is sporadic or largely 
confined to specific activities in the instrument. 

• Minimal Response: Although the response contains occasional evidence of making sense 
through reading, listening, and viewing, this evidence lacks range and/or consistency. 

• Attempted Response: The performance contains no real evidence of making sense through 
reading, listening, and viewing, although occasional, disconnected attempts are made to 
respond to instructions. 

• Not Scorable: The paper is blank, or the response is irrelevant or unreadable. 



Performance Criteria: The Centerpiece 

The second set of criteria assesses students* ability to express themselves effectively in 
writing. These criteria are confined to the centerpiece, which is considered a finished work. They 
include substance^ development^ coherence^ use of language conventions, and style. To meet an 
acceptable standard of performance, a piece of writing should be substantial, developed, 
coherent, and acceptably conventional. Those characteristics are essential. It is also important 
for the piece to be interesting, but it is not essential. 

All criteria should be met as they apply to the writer s chosen genre. For example, a narrative 
requires details that depend on the five senses and possibly the use of dialogue, while persuasive 
writing needs logical argument, sound evidence, and emotional appeals. It is important to keep 
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in mind a student’s grade level and the limited time available for editing and revising. Few 
educated adults write text that is error free, even after preliminary editing. 

Substance; The emphasis here is on content of the message. Scorers observe, among other 
things, whether 

• a clear intent exists and is either overtly stated or easily inferred, 

• the content is worthwhile or interesting (not trivial, banal, or trite), 

• the writing is internally consistent, 

• the writing does not stray unintentionally from the intent, and 

• the centerpiece displays insight. 

Development: The response should contain adequate verification or specification of ideas. 
This might include 

• having a compelling lead-in and a satisfying, definite resolution, 

• development that is appropriate to the genre, 

• development that is adequate to make the writing credible, and 

• development that is varied across the range of possible strategies in the genre 

Coherence: The response should be organized and fluent. The writing 

• is consistently organized; 

• has smooth, logical transitions; and 

• displays fluent, well-paced expression. 

Conventions: The approach to writing conventions should not distract the reader and thus 
detract from the message. The writer 

• uses conventional spelling, 

• uses conventional punctuation (including capitalization), 

• uses conventional usage, 

• uses an appropriate format (includes paragraphing), and 

• uses grammatical sentence structure. 

Style: A proficient or advanced response controls style to make the writing effective and 
interesting. It includes, but is not limited to, 

• word choice (specific, fitting, energetic, natural), 

• voice (ring of conviction, reveals person beyond the words), 

• appropriate tone, 

• imagery (when appropriate), 

• willingness to take risks, and 

• appropriate use of rhetorical devices. 

Description of Score Categories: Centerpiece 

• Advanced Response: The response constitutes a distinguished piece of writing, demon- 
strating unique style and exceptional control of all the essential criteria. Its relation to the 
instrument is overt or easily inferred. 

• Proficient Response: The response meets all of the criteria including style as they apply 
to the writer’s genre but falls short of being a distinguished piece of writing. The response’s 
relationship to the instrument is clear. 

• Nearly Proficient Response: The response is substantial — at least a marginally devel- 
oped, coherent, and conventionally acceptable piece of writing — characterized by an unexcep- 
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tional style. 

• Minimal Response: The response satisfies some of the essential criteria but falls substan- 
tially short of the standard in one or more of them. 

• Attempted Response: The response represents an attempt to produce apiece of writing as 
required by the instrument but is unfocused, underdeveloped, disorganized, and mechanically 
distracting. 

• Net scorable: The paper is blank, or the response is irrelevant or unreadable. 



Sample Language Arts Instrument 

The following sample language arts performance assessment instrument was field tested 
during the 1993-94 school year. Teacher writers slightly modified the instrument in July 1994 
because the instructions were not clear. The teachers also expressed concern about the lack of 
balance in the reading passages across the instrument. The revised instrument contains more 
representative selections about advertising. The following examples of student work are taken 
from the field test, which used the earlier version of the instrument. In all important respects, 
it is like the revised instrument and serves as an accurate representation of the final 
instrument. 

The performance assessment instrument addresses nine of the 17 Wisconsin Learner 
Outcomes, which are listed below in order of importance in the instrument (the numbers in 
parentheses refer to the language arts outcomes as listed in Figure 7). 

• The students follow oral and written instructions over a five-day period. (4) 

• They create two quality products, an advertisement for an imaginary or real product and a 

written analysis of that advertisement’s effectiveness. (6) 

• They transfer what they learn from various readings and from class discussion of actual 
advertisements to development of a good advertisement. (8) 

• They consider audience in development of the advertisement. They make an appropriate 
choice of product for which to develop an advertisement. (3) 

• They draw upon advice from peers in deciding upon a product to advertise, considering the 
types of appeal, and revising and editing the centerpiece paper. (11) 

• They analyze and solve the problem of marketing a product to the intended buyers. (14). 

• They examine and explain their marketing strategies in the centerpiece paper. They also 
reflect on their overall performance on the instrument. (10) 

• They evaluate the advertisement as directed in the instructions for the centerpiece paper. (1) 

• They revise the initial draft of the centerpiece paper after feedback from peers. (2) 

Competence in the following language arts content guidelines allows students to do well on 
the assessment instrument. The numbers in parentheses refer to major sections of the content 
guidelines. 

• The student writes several kinds of text (3) during the assessment: a critique of his or her 
advertisement, the text for an advertisement, extemporaneous responses to questions on 
reading, notes on reading and oral discussion, various prewriting devices. Many of the 
subpoints in the scoring criteria for the centerpiece refer directly to this portion of the 
guidelines. 

• The student needs to understand and infer conclusions based on a number of kinds of text 
including advertisements, essays, and other students’ writing. (4) The criteria subpoints are 
partially drawn from the guidelines. 



• The student is expected to participate in discussions of advertisements and essays and to give 
oral recommendations to other students on his or her work, (5) No attempt is made to score the 
effectiveness of participation. 

• The student listens to the teacher and other students in class discussions. The student is 
expected to make use of what he or she hears in developing the advertisement and the 
centerpiece. The student is to listen to and use, if appropriate, suggestions from peers in making 
revisions. (6) The scoring criteria draw upon this part of the guideline. 

• The student is expected to evaluate and apply advertising techniques that are found in, and 
are an important part of, mass media. (7) 

• The student’s analysis of advertisements and preparation of his or her own advertisement 
requires the student to examine and use techniques of logic, evidence, and propaganda devices. 
( 10 ) 
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Advertising Instrument: Student Example 

Directions 

Introduction 

For the next five days, you will be participating in a statewide field test that has been designed 
to help Wi sconsin Legislators and educators understand how well you use language arts. As part 
of this field test, you will be asked to read and write, speak and listen, reflect and think. Your 
reading and writing will be focused on advertising, and the impact of advertising on society. 

General Instructii .s 

],. Record your name and the other information called for on the front page of this booklet. 

2. Follow the directions provided in the booklet for each activity. Instructions and review 
sections have been included to help you. Your teacher will review these sections with you. 

3. All of the writing you do during the assessment, including your notes, diagrams, or pictures 
will be completed in this booklet. Do not be concerned about the neatness of your scratch notes 
or whether what you write is correct. You will be asked to think about and explore ideas, and 
then to clarify what you think; and it is expected that your initial thoughts will be less clear than 
your final versions. 

4. You can review work you have already completed or look ahead to work that will be asked of 
you at any time during the five-day assessment whenever you feel it will be helpful to you. 

5. Return this booklet to your teacher at the end of the class period. 



How this test will be scored: 



1. Your work will be scored in these ways: 

— how thoroughly you read and make sense of what you read 

— how well you develop and express your thoughts and ideas through speaking, listening, and 
writing 

— how much you learn throughout the course of the assessment 

— how much of an effort you make to consistently do your best throughout this assessment 

— how effectively you express yourself in writing on the final writing assignment 

2. You may find that some activities are more helpful to you than others when it comes to 
showing your abilities in language arts. However, all of your work throughout this assign- 
ment will be read and scored. 

3. As you go though this assessment, keep in mind that your work will be scored by teachers who 
are trying to assess how well you have mastered language arts. Take good notes. Show your 
thinking and ideas as they develop. When you get a good idea write it down! When a 
classmate gives you a good idea, write it down too — that shows the scorer that you have good 
listening skills. If someone gives you a criticism or suggestion, write it down — ^you don't have 
to agree with it, but your thoughts about the suggestion and your responses to criticism show 
the scorer how well you can take in new information and synthesize it into your own thinking. 

The teachers who are reading and scoring your work are not looking for a ‘‘right 
answer/’ but are looking for evidence of how well you read, write, speak, and listen, 
and how you use your reading, writing, speaking, and listening abilities to cre- 
atively explore your own thought. 

This test was designed to give you an opportunity to show your best work, and we hope you 
find it an interesting way to do so. 
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Day 1: Exploring the issue of advertising and persuasion 
Introduction:Today you will begin exploring and thinking about advertising and how it works. 



As you go through the rest of this assessment, you will be building on the work you do today. 

Before you begin your study of advertising, you will be asked to write down everything you 
already know about or associate with the topic of persuasion and advertising. This activity will 
provide a starting point on which you can build for the next five days, and it will help you stay 
focused on the issues. 



Activity #1: List and describe, in the space below, as many advertisements as you can 
think of that you encounter on a regular basis. You might want to organize them in terms 
of ads that you like or dislike. Include in your listing any ads that you see on television, hear 
on the radio, read in newspapers or magazines, or spot on billboards or at the places where 
you actually shop for the products. 
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Activity #2: After reviewing your notes from the previous activity and the section titled, 
Class Participation, participate in a class discussion of the following topics: 

1. What differences do you notice between advertisements that have different “targets” or 
audiences (for example, ads that “target” teenagers compared with ads that “target” 
children or ad'’’* > 

2. How do you t. advertising influences people? 

3. How do you think advertising influences you? 

4. What do you think it would be like to live in a society without advertising? 



Class Participation can include 

: Npt^ your ^iUty to listed end souse of what you 

hear and re'ad^ 



Class Discussion Notes: 



Homework Assignment: In order for you to study and write about advertising, you will need 
to collect samples of a variety of ads. Your ‘homework” for this assignment is to bring 
examples of advertisements to class tomorrow. Take notes on commercials you see on 
television; if you can, cut out some ads from the newspaper or from magazines or flyers — 
if you don't want to cut them out, copy down the main points of the ads; take notes on ads 
you hear on the radio and see in stores and on roads or on buildings. 
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BEST COPY AVAILABLE 



Activity #3: After reviewing the section titled, Reading and Note Making Strategies, read 
and make notes on the following section from a chapter entitled, **Claims Analysis: The Fine Art 
of Deception Detection,” in Understanding Mass Media. 

Reading and Note Making Strategies: Here are some strategies that might help you read 
with more understanding. While you read, you should 

• Ask yourself, "Do 1 understand?” If not, go back and read again. 

• Read on for more information before you make a judgment or if you are not sure. 

• Make notes on the text to record ideas the article makes you think about. 

• Underline or highlight important passages. 



Reading #1 

from ‘^Claims Analysis, The Fine Art of Deception Detection” 

excerpted from Understanding Mass Media 

by Jeffrey Schrank ^ . 



Advertising has probably been around since one of our ancient ancestors 
let out a yell and offered to trade two skin s for someone else’s “handcrafted 
never-miss arrows.” Today advertising is one of the nation’s largest 
businesses, and many consider it our most influential mass medium. By 
the time a person is 60 years old, he will have seen and heard approxi- 
mately 50 million advertising messages. Most will be ignored, some will 
prove helpful and honest, but others will mislead. 

Advertising can be either constructive or harmful. It can help consumers 
(and everybody is a consumer at some time) discover new products they 
want, or it can tell when to buy something at the lowest possible price. 
But it can also mislead people into buying things they don’t want or 






thinking a particular brand or product is better than it is in reality. To be 
able to tell the difference, each person needs to become a skilled reader of 



ads. 



To make advertising serve rather than mislead, vou there are two 
imp ortant skills to learn. The fi rst is the(^i ^tyao^determij^ 

^^hat facts are.prese nted in an ^yThe secondl is the ability to recogniz e- 
( lE5wTKe adTs trjdhg tolp^eT H ^roduc ^appeaim^T^ sound Bke two 
simple skills, but advertising experts spenJ miTlions of dollars to make 
the job difficult. 

Looking for facts in ads and commercials requires the mind of a Sherlock 
Holmes and the logic of a computer. Almost every advertisement makes 
what is called a product claim. The claim is simply what the ad says about 
the product. For example, “Jumbo pens write longer than any other 
ballpoint pen” claims very clearly that the Jumbo pen writes longer than 
any other pen. That sounds simple, yet claims are rarely as clear as that 
made for the Jumbo pen. 
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There are two basic kinds of claims — one that provides information 
useful in making a purchase decision and the other that tells little or 
nothing factual. 
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Here are some advertising claims similar to ones that have been used 
repeatedly on radio and television and in print advertising. 

To create the necessary illusion of superiority, advertisers usually 
resort to one or more of the following ten basic techniques. Each of them 
is common and easy to identify. 

The UnHiiished Claim 

The unfinished claim is one in which the ad claims that the product is 
‘iDetter” or has “more” of something but it does not finish the compari- 
son. 

Samples: 

•^Brand X gives you more ” (More what?) 

*^Twice as much of the pain reliever doctors recommend most*” 
(Twice as much as what?) 

•^Brand X — 700% quieter.” 

2. The Weasel Word Claim 

A weasel word is a modifier that makes what follows nearly meaning- 
less. The term weasel word comes from the habits of weasels who suck 
out the inside of a raw egg through a tiny hole. An unsuspecting person 
picks up what looks like a whole egg only to find it is empty. Weasel word 
claims sound convincing at first, but upon closer examination turn out 
to be empty claims. 

The most common weasel words include helps (perhaps the most used), 
virtual or virtually, like (used in a comparative sense), acts or works, 
can be, up to, as much as, refreshes, comforts, fights, the feel of (also the 
look of), tastes, fortified, enriched, strengthened. 

Samples: 

‘^Helps control dandruff symptoms with regular use” (This claim 
is an accurate statement about the product. A consumer would be wrong 
to think that the claim is the same as “cures dandruff.”) 

‘^Leaves dishes virtually spotless” (An unskilled ad reader will 
remember the claim as being “spotless” and not almost (“virtually”) 
spotless. We hear so many weasel words that we tend to tune them out — 
which is exactly what advertisers want.) 

“Fights bad breath” (This is much like ‘Tielps control dandruff’; it 
does not say “stops bad breath.”) 

3. The “WeVe Different and Unique” Claim 

This kind of claim states simply that there is nothing else quite like the 
product advertised. For example, if a bread manufacturer added char- 
treuse food coloring it could advertise, 'There’s nothing like new char- 
treuse Super Bread.” The uniqueness claim is supposed to be inter- 
preted by readers as an indication of superiority. 

Samples: 

“There^s no other mascara like it*” 

“Brand X is like nobody else’s car.” 

“If it doesn^t say Brand X it can’t be juvena.” 

“Only Brand X has P207.” (This is the same as the “juvena” gam- 
bit. Brand Y has X 609 and Brand Z has Q93.) 




f > 
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4. The ^^Water is Wet” Claim 



“Water is wet” claims say something about the product that is true for 
any brand in that product category (e.g., “Schrank’s water is really 
wet”). The claim is usually a statement of fact, but not a real advantage 
over the competition — though it is made to sound like one. 

Samples: 

‘‘Brand X, the Detergent Gasoline.” (true of any gas). 

“X mascara greatly increases the diameter of every lash.” (any 
mascara brand does). 

5. The “So What” Claim 

This is the kind of claim to which the careful reader will react by saying 
“So What?” A claim is made that is true but that gives no real advantage 
to the product. This technique is similar to the “water is wet” claim 
except that it does claim an advantage that is not shared by most of the 
other brands in the product category. 

Samples: 

“Brand C gives you tasty pieces of chicken and not one but two 
stocks.” (What good are two stocks?) 

“Strong enough for a man but made for a woman.” (This deodorant 
claim says only that the product is aimed at the female market). 

6. The Vague Claim 

The vague claim is simply not clear; this category often overlaps others. 
The key to the vague claim is the use of words that are colorful but 
meaningless, as well as the use of subjective and emotional opinions 
that defy verification. Most contain weasels. 

Samples: 

“Lips have never looked so luscious.” (Can you imagine trying to 
either prove or disprove such a claim?) 

“Brand Xs are fun— they taste good, smell good and feel good.” 
“Its deep rich lather makes hair feel new again.” 

7. The Endorsement or Testimonial 

A celebrity or authority appears in an ad to lend his or her stellar 
qualities to the product, whether they are related or not. Sometimes the 
people actually claim to use the product, but very often they don't. Some 
agencies survive by providing “names” for testimonials. 

Samples: 

“Athlete “A” for Brand Z.” 

“Movie Star for Brand Y.” 



O 
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8* The Scientific or Statistical Claim 

This kind of ad refers to some sort of scientific proof or experiments, to 
very specific numbers, or to an impressive-sounding mystery ingredi- 
ent. 

Samples: 

^ Bread helps build strong bodies 12 ways.” (Even the weasel 
‘"helps” did not prevent the FTC from demanding this ad be withdrawn. 
But note that the use of the number 12 makes the claim far more 
believable than if it were left out or replaced by, say, “many ways.” 
"Brand X has 33% more cleaning power than another popular 
brand.” (“Another popular brand” translates simply as some other 
kind of oven cleaner sold somewhere. What the claim probably means is 
that Brand X comes in a can 1/3 larger than the can used by another 
brand.) 

9. The "Compliment the Consumer” Claim 

This kind of claim butters up the consumer by some form of flattery. 
Samples: 

"YouVe come a long way, baby.” 

"The lady has taste.” 

"Brand X costs more, but Pm worth it.” 



10. The Rhetorical Question 

This technique demands a response from the audience. A question is 
asked that is worded so that the viewer or listener is supposed to 
answ'er in a way that affirms the product’s goodness. 

Samples: 

"ShouldnH your family be drinking Brand X?” 

"WouldnH you really rather have an X?” 
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As you look at each of the following ad claims, note in the margin what you think the 
commercial '^claims” about the product. Rate each claim as either 

(a) one that provides useful information or 

(b) one that gives little or no useful information. Then go on and read the comments made by 
a skilled ad reader. 



CLAIM A: Toothpaste 

''Everbright toothpaste helps get your teeth whiter and cleaner. Its 
special ingredient XT-40 fights tooth decay.” 




Comment: Claim A This ad contains no useful information. Many ads 
make use of comparative adjectives such as whiter, cleaner, quieter, 
etc., without saying whiter or cleaner than what. Cleaner than if you 
used mustard as toothpaste? Whiter than if you used licorice paste? The 
ad doesn't say. Perhaps the ad means only that brushing teeth is better 
than not brushing. The claim invites the reader to supply the missing 
comparison by saying ‘^cleaner and whiter than any other toothpaste.” 
But the ad does not say this, and to believe it does is to misunderstand 
it. The ad is not misleading only if it is read very carefully. 

Another claim made in the ad is that Everbright contains a special 
ingredient — XT-40 — to fight tooth decay. WTio knows what XT-40 is? It 
could be something that has always been in the toothpaste; it could be 
something that all toothpastes contain. 

The claim “fights tooth decay” is very carefully worded. It doesn't say 
“stops” tooth decay. If Everbright were able to stop tooth decay, the ad 
would say that. Brushing with water also “fights tooth decay” so do 
toothpicks. 




CLAIM B: Gum 



Weu; improved Blubber bubble gum now has twice as many sticks of 
gum. New Green blubbers is chewed by more professional football 
players than any other bubble gum. Look for Blubbers in the bright 
green package wherever good gum is sold 




Comment: Claim B, The word new (or revolutionary, or improved, or 
all new) is another of the advertiser’s favorites. “New’' does not necessar- 
ily mean better — ^it simply means different. 

The fact that Blubbers has twice as many sticks is not the same as 
sayirg twice as much gum. They may have simply cut the same amount 
of gum up into smaller pieces. If the amount of gum had doubled, the ad 
would probably state that very clearly. 

The claim that pro football players chew Blubbers means little. 
Perhaps each player was mailed a case at the beginning of the season. It 
would be a very hard claim to either prove or disprove. Also, there is no 
real connection between chewing gum and playing football well. 



CLAIM C: Gasoline 

""Strictly controlled scientific tests by an independent testing laboratory 
show that Imperial gasoline with PowerTane outperforms any gasoline 
made without PowerTane. Get Imperial gasoline with PowerTane to 
help your car run quieter, smoother, and get more miles per gallon.*" 




Comment: Claim C. Be careful with this claim. Begin with the knowl- 
edge that gasolines are all pretty much the same. The claim here sounds 
good, but if you read carefully you can see that you never find out exactly 
what “PowerTane” is (remember “XT-40”). If “PowerTane” is simply a 
trademarked name for some common ingredient, then it would certainly 
be honest to say that “Imperial gasoline outperforms any gasoline made 
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without PowerTane/* In fact, all gas does have the same ingredient 
that Imperial calls PowerTane. But Imperial has registered the name 
“PowerTane’’ so that no other company can .use it — this is called a 
registered trademark. The claim amounts only to saying that *"our car 
with wheels rides smoother than any car made without wheels.” 



The ad encourages the unskilled reader to think that Imperial 
outperforms any other gasoline. But the ad does not actually 5^y that. 
If Imperial did indeed outperform any other, you can be sure the ad 
would say so very clearly. Notice that the ad never uses untruth. Also 
notice that the final sentence again contains comparisons without an 
ending. Qxiieter, smoother, and more miles per gallon than what? 



Concluding comment: One basic rule to remember in analyzing ads is that if any product is 
truly superior, the ad will say so very clearly and will offer some kind of convincing evidence of 
its superiority. If an ad hedges at all about a products superiority, you can suspect that it is not 
really superior. You will never hear Standard Oil (or any other brand) say **Standard gasoline 
in your car gives you four miles per gallon more than any other brand.” Standard would love to 
make such a claim, but it simply isn’t true. Comparable types of gasoline are all pretty much the 
same. Although there were some clever and deceptive ads a few years ago, no one has yet made 
an outright claim that one brand of gasoline is better than any other brand. 



Activity #4: Look back over the notes and markings you made when you read “Claims 
Analysis: The Fine Art of Deception Detection ” In the space below, answer the following 
question. 



1. Explain how the information in this article may affect how you look at advertising in the 
future. 




Day 2: Building on your knowledge about advertising 

Introduction: Today, you will analyze the ads you and your classmates brought to class and 
then discuss and read an additional selection, ''Profits Without Honor"* by Donna Woolfolk 
Cross. After you read and respond to this selection, you will work on creating an original ad 
using what you have learned about principles of advertising and persuasion. 



Activity #6: Participate in a brief class discussion to examine several advertisements and 
discuss the following observations: 

• What claims are used in the ads? 

• How do the different ads appeal to different audiences? 

• What makes the most effective ads work? 



NOTES FROM CLASS DISCUSSION: 



- pc^TCfbe 




ERIC 
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Activity #6: As you read this selection from "^Profits Without Honor ” a chapter from 
MediaSpeak: How Television Makes Up Your Mind, continue to use the reading and note- 
making strategies described on page 67. 



Reading #2 

“Profits Without Honor^ 

fr*om MediaSpeak by Donna Woolfolk Cross 

Notes 



If there is absolutely no need for a particular product, the adman 
must invent one. He must convince you that your health and happiness 
will be in jeopardy if you don't buy his product. Believe it or not, “in the 
beginning' there was no mouthwash. Proper oral hygiene consisted of a 
thorough brushing with a good toothpaste. Then one day an enterpris- 
ing stranger rode into town peddling a new product, a liquid made of 
water, alcohol, and assorted additives that would “freshen your breath." 
People weren't interested. “What can this stuff do for me that toothpaste 
can’t?'’ they asked. Not to be deterred, the stranger hired himself an 
advertising agency. 

Soon the television disease-control center was informing people 
about a new and terrible disease. No one was immune from it: House- 
wives, clerics, teenagers, bad drivers, lawyers, new mothers, were being 
struck down with a devastating malady. Far from eliciting sympathy, a 
person who contracted this disease was sure to lose his promotion, 
friends, loved ones, and paper boy. The sufferer himself was always the 
last to learn, usually from a hastily departing relative, that his affliction 
was.../ia//^os/s. 

Bad breath was smiting the land, the righteous along with the 
sinners. A great panic might have ensued but for the miraculously timed 
appearance, at that very moment, of a cure: mouthwash. Soon Ameri- 
cans were buying bottles of it by the millions, and many could discourse 
knowledgeably about the virtues of various brands: “mediciney" vs. 
“sweet," etc. Skeptical about claims for the product, the American 
Dental Association and the National Academy of Sciences, after several 
intensive studies, issued a report stating that mouthwash has no lasting 
effect on bad breath, and that rinsing one’s mouth with salt water is just 
as beneficial as mouthwash. But medical science delivered its verdict 
too late. People had been taught to believe in mouthwash. The stranger 
rode out of town a very rich man. 



Activity #7: Look back over the notes and m arkings you made as you read fro m MediaSpeak , 
In the space below, answer the follow questions. 



1. The author, Donna Cross uses satire to make a point about advertising. What do you think 
she is trying to tell her readers about advertising? 
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2. Do you agree or disagree with her analysis? Why? 
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Activity #8: After reviewing the Group Discussion Strategies move into your assigned 
group. In your group discussion, re-examine the advertisements you and your classmates 
brought into class. See if you can identify the explicit and implicit messages as well as the 
appeal of each of these ads. 

Take notes during the discussion, but you do not need to write essay answers. Your ideas 
can be different than your group members, but in your notes, you would write down when 
you agree and when you have a different idea than the group. 



Group Discussion Strategies. In a discussion, you can express your own ideas as well as 
listen to the ideas of others. Here are some suggestions that might help you gain more 
from your discussion: 



JHelp the group decide on a plan for the discussion. 

The group needs to decide who will talk first, how long each person should talk, who 
can ask questions, and who should talk next. 

^hare your ideas with the group. 



AS YOU TRY EACH SUGGESTION, CHECK IT OFF. NOTE IF THE SUGGESTIONS 
I HELPED THE DISCUSSION. 

In the space provided, briefly describe each ad. Identify the 

• audience or the intended buyer, 

• the claim or what is said, and 

• the appeal or how the ad appeals to an emotional need. 




A sk others what they think of your ideas. 



A rIc others to share their ideas with the group. 



If you don't understand what someone is saying, ask them to tell you again in a 
different way. 

T. istj>n carefully so you can add to the discussion. 

T ake your turn without interrupting others. 
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Day 3. Design an original advertisement 

Introduction: Today you will work on creating a rough draft of an advertisement based on your 
understanding of claims and appeals in ads. Before or during the writing of your rough draft, you 
may want to look back over the material you wrote in response to the readings or the writingyou 
did in preparation for an in response to your group discussion. 



Activity #9: Working alone, create an advertisement that will incorporate claims and 
appeals. This can be done in one of two ways — each of which is described below. 

SELECT ONE OF THE FOLLOWING OPTIONS: 

A. Imagine an original product or service, then design an ad for this product or service. 

B. Design an advertisement for a product or service you (or you and a group of co-workers) 
currently offer or might like to offer. 

After you complete your advertisement, you will be asked to write an essay describing your 
choices and strategies. This writing assignment is on page 82 and you may turn to this page 
and read this assignment at any time. 



Strategie$ for drafting your advertisement: In desi^ingydur ad you should asstuna that 
your audience knows little, if anything, about your product or service) Therefore, in the ad 
you should: 

• include information about your product or service, 

• describe its benefits for the purchaser (or user)j 

• demonstrate its superiority over other competitive products or services. 
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Ad planning sheet 

What product or service are vou offering? 






Description; 
pUJXJhi-Ui. » 



O- CaiX/t -^hfxJ- ci> C> f^uLi^ 

lV\£-vj>a^ cn c-7v>^i^n>rx>tc/r^ \C /'U>'U! l / ' 



How will it benefit the user? -4^ i. iim i f l■^ r‘Ji^'■''i r M' ■ . . 

'ClCj-c't ■+'Ka, V-?_-rrvii ^jtorv^ fC’ ^'?lO,/xj.i-auiJLc 

^CyC'iT^ Uo'\ Wv9 ho.^ ca . ' 



How is it better than competitive products or services? 

1 ^ o cj>vD 0^ o ^ '1 fvsAt CXU^ ourvu- 



Who is the intended audience? 
l4<XJx&- '-A KolxX 

-■ 



Where will von nut the ad? (e.g.. magazine, flyer, billboard, etc.) 

-t^Eastx, ftliy'r'KS-A.-cm^ l/'lLSiAC 

1‘^L.aA CO\4 R , /-tCAA-C 

lVi\DJL - 

What claim(s) will > ou use? 

'~lVv<-A c.Tlo^^t3- tOuU /Lcxo-e nUvc lOccaJ^Z)^ 4-LiV» 
'fZuJC':i L-n. Qjyt<^ (jL^a^h^n.. 
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Draw, sketch, or v/rite script for your ad here. 

(NOTE: You are being evaluated on your ideas rather than your artwork.) 




'TKe /\ieO 

/taS 'TvtfZe/'— 

V;f5> Tu>v- 

Ge-^Y(iy<Xd.<^ 'll; Hu.e. 



^v\e. 








5 <>( M eriir fo 

hod SPe^v^Ptve,. 

yiV^wVe- 






r 



7 ^ 1 4 > 



After you have drawn your ad, try to determine whether your ad has an emotional appeal. Try 
to identify what it is and include that information in your rough draft. 
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Day 4: Writing the rough draft 



Activity #10Jn the space below, write an essay which describes your product or service and 
the advertisement you created. In this essay, consider the following: 

• product description 

• intended audience 

• claims used 

• emotional appeal 

• why advertising is important to your product or service 

• what would happen if this product or service were not advertised. 

You may refer back to your Ad Planning Sheet on page 80. 



Rough Draft 



r 7^^ fLjj JlS>CCi UL 

r? Vwtp IVLu - irL orrJi. \articnn , f.lTJlL 

KiL p \X^ f x)/irurfVj^^ . (r^ 

vAA'i^CiJiAO 4 /) ^i:t^/VLJb2JLL 

t.T/r&r \\Qa:^AjY\^. Ll^\^CT jr ''^^'{rU^ ^ T’ 




UA^\^cy^ 



lyTL. 



C <:rti-C~v^yiXY ^ jlLcc^, lAL — — 

4<r V^xiL, V) L(,rMg. r.y\. yd^p 
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Activity #1 l:Before writing your final draft, read the section, Revision Strategies. Then 
form a discussion group of two to three classmates to seek suggestions about your rough 
draft. Read your paper aloud and encourage comments about what words, phrases, 
sentences and paragraphs might be added, deleted, substituted or reorganized. Record 
these suggestions in the space below. 

Be sure thaty'iur final draft clearly indicates what you want to say about advertising and 
gives detail, specific examples or illustrations of your point of view. 



Revision Strategies. Look over your rough draft and ask yourself how it can be 
improved. Decide what revisions will make your rough draft into a stronger piece of 
writing. Here are some strategies that might help you revise. 

• Reorganize — change the order of words, sentences or ideas. 

• Add details — support or illustrate points you have already made; or add background 
information so that your thoughts are more clear and more believable. 

• Delete—*take out unnecessary words and sentences. 

• Substitute — replace words, sentencss, or ideas with ones thatare more familiar, more 
powerful, or more colorful. 



Peer Revision Suggestions 

\Vliat details could I add to make my writing more interesting or more clear? 



v\ (’rulA fi/'W 
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What could I delete that confuses or distracts the reader? 



qjvjL :j}^ (^iUUhap k (jJld. 'UlL^a a 

■■ 



What words, phrases, sentences or images could I substitute? 

^Clr. kA»|, ijAft/U y :Wv£ .- ( :fT7xL LCXC* <A-f 



How could I reorganize my ideas? 

w .'Jv^KSixVi. c 

g,A.if./vr\ ((, Kj. i , 'n VrO «■ 



Additional ideas for revision? 
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Day 5: Writing the final draft and finishing the assessment 



Activity #12: Today you have an opportunity to revise and polish your writing — to 
elaborate and support your key points and to write as clearly as possible. Use the space 
below to write your final draft. You will also want to be sure that your final draft 

• describes your product and its intended audience, 

• describes the claims and emotional appeals of your ad, 

• discusses the importance of advertising to your service, 

• speculates what would happen if this product or service were not advertised. 

Your piece of writing should be well-organized, the relationships among its ideas or topics 
clear, and its ideas extensively elaborated and supported. In addition, the piece should be 
well-written. It should be properly punctuated and should have correct spelling, capitali- 
zation, and grammar. The final draft should be an example of your best work. 



Final Draft 



^ 'Iko. , fQ CL- ^g1lnX<Lr,i- 

AQi ^ ho/p hey?/)(L C)Usyw/?a hi/i/vf- CL 
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o.rAoi.) l/y^ 'Uao ImJh- 'tAp jq1^aA:A 

C^rtAAynAp , jyfl-, 






^ -w t j \J 1 *1 — ■ ■ ■ ■ . ^ . (7 ^ — 

! a ^ r\ -U^AkeA^ Lrj^ALQ. crn, ~vh^ 

V\ iTrLAjL Cj i Ta ^ — 

A ho khj!rfmrx .^QOO ^7-^^ 




13 



i ' 




85 



(jl r hJ'ye. ^ ( 2 ) L 




(\ qaIA pJL/m/T> , prr^-g^\ _ 

/ny^iYitJlJ) n^ rl A/aJ^ / / '7^ J.^bCii 2 ^ 



U. - 



U Yia.^s/tk^ I rJ lYi .th p ^ rl j. 

<:) \-{^ Kiyri^ i J f€ :j^jr-^!Ui < /o.i°j^A ^ Km^Lo^^ Ul 

}j^/c h/jyfu^ m.) ^y.^ 0 . 



f 



tf) ^Kjpju)^ 

ia)o_.^Io / nA (dnif/m. -U\p aA'^Km :Ji 2 



ix)rh{^QJ< f^CJlT) cx 'X^^An — 



^ a— j 

0/r\OA.(^Y^ (AMhO- , (j cmiL^ n OiinaB yc^-kicjp fe//:r^ 

^Mjjp^tH., q\/r\oV u n i J^ C| 4 ^^^ - 

•% . •• . 



r\/y\r\ r /^-YVA^-v^ >l€f jv^ !L /CtMjp>A i kJQ C.fi^ — r/,.fi,i ^ — 

1 VP rr< n.^Q ru? .1 sUvQ Oi. J — QIa^ — L< ^ — ^ ^\Sl - 

AaO'^ok !ln.i i^yu>uypAj)^ u r dJ ri^C± (? Q^(yr>l^v. -klbi^ XjAl 






17 



I'^JtriJU^ A -A-Wo y)r^yQj? LLLl 'IL fn(RJ< f'4^ mruJ-k. 

l^fT^JDiiAQ. -vko Qty( u^ ^\^hAfi/l+ Krv(-d C- 7 \ — lIa. 

rAnuVK ^ Ahxi^ , S-Vv£ k^^kA^k ( CnviAi^^ Alip KiTTai — 

I -vK ftyyx h p m -cJlq, M j lA r i 'rcM] .■ — Q — f [ni <r 

ra/^JjiA. 4 ^-) r.^ ^Ajfcj — ^IMx^ . '/y\ 



Lx3(lLj^'ry\ (> A f^^Cf) /TiAATLJ^ Jjf^ d /U '■^ i-OX^/4^' ^ 

•-*A Va r\ a non i-fA [rf / ) ATI 

L/ Q Afru) 0 n nJ Qi Jju (TL JJfxTu J.I ^ iat<C , . Akin 



86 






BEST COPY AVAILABLE 



(X)h Qyyi-Uio pjjjJj^yLT ; /) K/TUO ( ,. C^-21 

(• Af Q CjA/QJJitcf >U^ik if) C^XAJjl^ 

0^(U\ r^i j- CLAyfjQ! Uap^^ , 4 ^ i/-'U2) px.^-^/.' ULjt. 

j(fU ff f /‘A P//y0O * 

A rmo O.l/Ii^ 4 -K?,^ CL^J^'^J-fy^'^ rk.A 

(,R-er\ K 4"}vum^(h r/k S^jg /l^udi? i /7iri . ( A jjii''^ . Lkiy }\^ . 

rir. .A>\c o?^ /i^^p l'-eyhiL\^ pji-^^luc:^ .^ 



)^Jy.ff/( A(.. 






.Q g^rf Ui 



P A ( > C, ^ 7Kp 



.( r p / Y y-d'^MTud lJ rk.C^ p X rrL u { J - f AUiLd. 

rA {/V\ i /y(. . t 



87 



o 

ERIC 



1)4 



Finishing the Assessment 

Activity #14: We would like to know how you feel about the assessment process. Please 
answer the following five questions. 

1. What activities did you find most helpful, interesting, or fun? 

-f 

v.r'.’ t .Ir-A !n.x:ki- cLzn nA. 



2. What do you think about the topic of advertising and about the reading selections? 

N U) ^ (J k' P ^ 

(’A iQ/- < 1 ./ cAoaSi ^ 

cV n iAcj .. "1 he a p/t A .6 rJo rM .o 

't\L< s 4 P 



3, What would you change about this assessment to make it better? 

// • ■ / /uyiC\!Jy^ c'o'^/\ 



'I -' ' ■ ” 



4, In your opinion, was this assessment fair? Did you have enough time and did the 
activities let you demonstrate what you can do well? 



/ . ) 


//;u. f f 


, r 


: i 'r 1 } , 


■' / 








5, How does your work on this projec. compare to other work you’ve done’’'* 


1 ^1l( /• k' t 


L :^AhLA (-r.n.K (k\ CyM^’a 


/ r.-<Y Lj^^o 


'-■ 1 (1 / ^ /' ( i 


-1 ' ■ U:U7r. g /^.r’.u ,/! /<./‘Yy.-ry 


( 

Li \'7 / \ i ^ ^ ^ ^ ^ 


i V' 'f/u<//ck'/' ClU'ni 


4 r n.L 


^{ \ \ \ \ /I / • ■,* 


' / \- / w-/ ,j-U/j ti.u.ri 


, / 






Thank you for participating in this field test* 
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Advertising Instrument: Analysis of Student Work 

A Wisconsin tenth-grade student completed the sample language arts performance assess- 
ment du ring the 1993-94 field test. This student's work provides a good example of a completed 
instrum nt that is proficient as previously defined. It represents the level of work expected of all 
Wisconsin tenth-grade students. 

The following explanation of how the student's work meets the standard for proficiency for 
each of the two scoring categories also suggests what the student could have done to achieve an 
advanced rating. Few students at any grade level probably will achieve an advanced rating. 
Remember, this is tenth-grade work prepared within time constraints. It will not be flawless. 

Making Sense of Reading, Listening, and Viewing, 

Understanding: The student's answers to the questions and the analysis of the advertise- 
ments give evidence of both literal and inferential understanding of the reading. The analysis 
ofthe advertisements also gives evidence ofhaving made sense of group discussion. The student 
has followed directions well. The centerpiece addresses the instructions much more directly 
than most performances. 

Connecting: The student's analysis of readings and advertisements shows that the student 
is able to apply the ideas in the readings to a discussion of the advertisements. The analysis of 
the advertisement in the centerpiece gives additional evidence of being able to relate ideas. The 
student's choice of a product to advertise suggests some use of prior knowledge in development 
of the product and advertisement. 

Self -reflection: The student's answers to the questions at the end of the assessment seem 
honest and reflective. The student's desire to write an ^Tionest" ad is consistent with the 
student's observations about advertising in the instrument activities. References to the students 
behavior with respect to advertising is additional evidence. The phrase “npping a few heart 
strings" in the rough draft of the centerpiece, and the decision to leave it out in the final draft, 
suggests the student made judgment about tone. 

Evaluating: The student's responses to questions about readings suggest that the student 
has arrived at an evaluation of advertising practices. The revision also suggests that the 
student is assessing his or her own writing effectively. The student has a good grasp ofthe issues 
involved in responding to the centerpiece instructions. 

Involvement: The student sticks to the task quite consistently. The student seems to 
become more involved as the week progresses. The choice of a product to advertise seems to be 
based on personal interest and experience. The student follows directions well, correctly 
identifying what needs to be done in the centerpiece, a significant achievement compared to 
other students. The student gives attention to the group discussions. 

Why not an Advanced Response? This student clearly has an ability with language The 
student meets the requirements of the instrument, but the response falls short of truly advanced 
work. The student could leave a better “thinking" trail, especially during the reading passages 
The student's notes are somewhat unfocused. Although the student lists a large number of 
advertisements in Activity #1, the student does not describe any of them. Some specific analysis 
of individual advertisements would help to justify the rather blanket criticism of advertising, 
which appears to have been influenced by the tone of the reading. The student learned what the 
authors of the reading passages expected the student to learn Some important detail in the 
rough draft explaining why a warm bit improves a horse's performance does not appear in the 
final draft. The student's work is proficient but not advanced. 
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Scoring The Centerpiece Writing 

Substance: The student addresses the instructions. All requirements are met. The mes- 
sages are clear and no contradictions exist. The content is meaningful and important. 

Development: The student is particularly strong in developing the centerpiec' writing. 
Although the opening is a little abrupt, this is probably partly the fault of the instructions. The 
development is specific. The description of the product makes it easy to visualize. It seems that 
the student knows what he or she is talking about. The purpose of the product and the reason 
it should be effective is clear. The conclusion is appropriate. 

Coherence: The student follows the organization suggested by the instr actions. Transitions 
depend largely on deliberate repetitions, but the writing has a logical flow. In general, the 
writing is fluent and displays an ability to subordinate. 

Conventions: This criterion and the next prevent the student from achieving an advanced 
score. Although the errors do not detract greatly from the message, the spelling is not perfect 
(“peice” and “pleasent”) and the student uses several awkward structures, including faulty 
parallelism (paragraph three). The titles of the magazines in paragraph four should be 
underlined. Since time was allowed for editing, scorers expect a more polished final draft. The 
punctuation is relatively sophisticated and generally standard. (The writer suggests that 
sufficient time did not exist for the writing. This may have made careful proofreading impos- 
sible.) 

Style: The writing has a appealing voice. The description of the product is businesslike and 
fluent. The substitution of the word “effected” for “affected” is a very common error and is often 
found in adult writing. Expressions such as “true facts” in paragraph three and “...ad needs to 
be placed” in the last paragraph keep the style from being totally effective. 



The Student Report 

Unfortunately time and technology do not allow for such a complete analysis for each student. 
However, each student, as well as the parents and teachers, will receive more than a single word 
or number score. For each student, the scorers will indicate areas needing work For this 
example, the scorer s report might look like the following. 

Student name: 

School: 

School District: 

Making sense of reading, listening, and viewing: Proficient 

Involvement would be supported by providing written evidence of thinking used during the 
activities leading to the center^iiece. 

You should give evidence of self-reflection by making more extensive revisions and extensions 
of your rough draft. 

Centerpiece writing: Proficient 

Final work should be proofread for spelling. 

Your style would be improved by being careful to choose words that will best convey your 
message. 
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Questions and Answers 



1. In what grades are students going to take these performance assess- 
ments? 

Students in gi*ades four» eight, and ten will take the tests. 

2. Does every student have to take the tests? 

Yes, with very specific exceptions. Some students with exceptional educational needs 
(EEN) or students covered by Section 504 of the Rehabilitation Act of 1973 are excluded 
from this kind of testing by their Individual Educational Plans (lEPs). Others may not 
speak English well enough to take the test. A few may be excluded by parental waiver. 

3. These tests last for three to five class periods. What happens if a student 
is absent? 

Teachers will have a considerable amount of latitude in scheduling the test administra- 
tion. For example, the tests need not be given on consecutive days. This flexibility will 
allow students to make up parts of the assessment that they may have missed. 

4. Are these norm-referenced tests? 

No, the assessments are criterion-referenced tests. Students are compared against a high 
performance standard rather than against one another. 

5. Are the WSAS tests my eighth- or tenth-grader took in the faii part of this 
system? 

The Knowledge and Concepts test battery that students in grades eight and ten take in 
October are components of the Wisconsin Student Assessment System. The current 
Knowledge and Concepts tests are norm-referenced. In the future, Wisconsin will develop 
criterion-referenced tests aligned with curriculum taught in Wisconsin schools. 

6. There are three parts to this system. Why do students have to take so 
many tests? 

The WSAS is based on the first three Wisconsin Learner Goals. Those are building a 
knowledge base, developing thinking and communication processes, and applying knowl- 
edge and processes. Each type of assessment provides unique information to meet these 
goals. Together they meet all three goals. The Knowledge and Concepts tests can gather 
information about a broad area of knowledge. However, in order to test thinking and 
communication processes, it is necessary to get actual student work on performance 
assessments. Ability to perform sustained work can best be evaluated in portfolios. 
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7. Will students still take the Third Grade Reading Test? 

Yes. One of the purposes of the third grade reading test is to identify students with 
reading difficulty early enough for schools to provide proper remediation. This is a 
minimum competency test intended to identify those students with serious reading 
problems. It provides important information but does not provide a high standard against 
which to measure most students. 

8. How will the results of these WSAS tests be used? 

The individual results will be useful for students and their parents to help make decisions 
about what to study or what classes to take. 

A teacher might use the results of all of his/her students to help make decisions involving 
lesson plans and teaching methods. 

A school district might look at the results to see how successful it is in helping students to 
achieve the performance standards. 

With professional and citizen input, the department sets performance standards expected 
of all students. Scores identify students who need improvement. If a school or district has 
many such students, it may be considered in need of improvement. 

9. What If my child does poorly on these tests — ^what does that mean? 

Parents should be cautious when using the results of a single test of any kind. When the 
WSAS is fully implemented, parents and teachers will have three pieces of assessment 
information. This information, when used with other information from the child’s teacher, 
should be useful in informing parents and students about the students’ achievement 



10. I don’t have enough time In the school year to cover everything I am 
supposed to teach as It Is. Why do we have to stop doing what Is 
Important and give ali these tests? 

Assessment is one of three essential elements of education. The others are curriculum and 
instruction. A valid assessment requires that we assess student ability to apply their 
knowledge and skills. The performance assessments have been designed to model good 
classroom instruction. Most students find them engaging. Teachers who have field tested 
the assessments regard them as worthwhile instructional experiences. 



11. What If the students In our school district do poorly on the test— what 
happens then? 

There is no provision in the law for any kind of punitive action for districts or schools with 
a lot of students falling below the standard. If a school district is consistently identified as 
in need ofimprovement, itis reasonable to expect that information from the assessments 
might be useful in planning improvement efforts. 
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1 2. Won’t teachers just teach to the test? 

The performance assessment is designed to assess core concepts and skills in language 
arts, mathematics, and science. Students should have many opportunities to practice and 
apply the basic skills and concepts of any content area, so in one sense teachers should be 
teaching to the test. Students should have the opportunity to practice the kinds of 
questions that will be on the test. However, it would be inappropriate for teachers to 
purposefully teach exactly the problems that are on the performance instruments. 



13. What about students that have special needs — how will they do these 
test? 

Teachers may decide what accommodations special needs students will require. For 
example, on a mathematics test, the teacher may have to read questions to a non-reading 
child. A student with writing disability may have to dictate answers on tape. In all cases, 
accommodations will be noted. 

14. Our district includes all students in our testing but some districts 
exclude groups of students. How is it fair to compare the districts? 

Any exclusion of students to elevate the school or district scores should be considered 
unethical. As is true with other statewide assessments, results will be reported in two 
ways. One school and district score will include all students, and the other will exclude 
.students with exceptional educational needs, limited English proficiency, or Section 504 
classification. 



15. You say some performance items require equipment like science mate- 
rials or calculators. What if my district doesn’t have those items? 

School districts must provide basic items like calculators for mathematics and balances, 
meter sticks, thermometers, and basic glassware for science. Any special materials 
required for a specific task will be provided as part of the testing materials. 

16. Will the results of these tests be published in the newspaper? 

Yes. The public will be interested in comparative information. The DPI will report the 
numbers and proportions of students in each performance category by school and district. 

17. I’m a teacher. What if my students do poorly on the test — will my job be 
in jeopardy? 

No. Section 118.30 Wisconsin Statutes specifically exempts the student results from 
beingused in teacher evaluation. Student performance on this test will not be determined 
by any single teacher, but it will reflect knowledge and skills gained over many years from 
various courses and teachers. 
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1 8. When will these tests be given? 

The performance assessment will be given during a six-week period in late winter or early 
spring of each year. Language arts and mathematics performance assessments will be 
offered on a voluntary basis in 1996. All students in grades four, eight, and ten will be 
assessed beginning in 1997. 



1 9, Who will score these tests? 

The performance assessment will be scored anonymously under the direction of a scoring 
and reporting contractor. Wisconsin teachers may be used for part of the scoring. Some 
scoring may be done on computer by the contractor's trained personnel. Teachers will not 
score their own students' work. 



20. How are the performance standards determined, and who sets them? 

Standards will be established by using focus groups of educators and members of the 
public under the direction of measurement specialists. The standards should be accept- 
able to all educational stakeholders. 
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